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ABSTRACT 
Doqmatism and Philosophy: Their Relation to 
Teacher Acceptance and Understanding 
of the New Social Studies 
by 
Donald E. Ancti I, Doctor of Education 
Utah State Univers ity, 1972 
Major Professor: Dr. James P. Shave r 
Department : Bureau of Resea r ch Servi ces (Secondary Education) 
This research project was a study to determine the rel ationship of 
two cha racteri st ics--dogmatism and educational philosophy--to teachers' 
acc6ptance and under sta nding of the New Social Studies CNSS). 
The sample consisted of 222 secondary social s t udies teachers from 
three counties in tho San Francisco Bay Area. Ouest ionna ires were mailed 
to schools se lected at ra ndom and were administered by an agent, in most 
cases, the department cha irman, to alI social stud ies teachers in the 
schoo l, during a single administ rati on period . 
The questionnaire uti I ized four measurement scales. Troldahl and 
Powel I ' s Short Form Dogmatism Sca le and Cu rran' s Short Test of One ' s 
Educational Philosophy, pub I i shed and used in previous studies, were 
employed. A two-part social studies test, designated the S Scale, was 
developed for this study. Part I, the Acceptance Scale, consisted of 
16 statements constructed using a Likert-type scale to test teacher 
acceptance of the NSS. Part 2, the Understandinq Scale, was desiqned to 
test teacher understanding of the rationales of the NSS. Respondents were 
X 
asked to rate 18 statements about the socia l studies a lonq a three pos ition 
cont inu um f rom lraditionol to "n ew". 
Results indiciJII'd th <ll boill dnOJn.!u 11f dofJmdl i ~m .md cducdl ion,Jl 
phi I osorhy were significant I y reI a ted ( r < . 0 I ) to teacher accep tar~ co 
and understanding of the rationales of the NSS. 
Neithe r sex , aqe, nor yea r s of teaching expe ri ence we r e s ignif icantly 
r elated to a teacher' s deg r ee of dogmatism or educational phi losophy, nor 
were those variables significantly related to acceptance or understanding 
of t he NSS. 
The on ly s ig nificant difference among undergrcduate group mean 
sco res on any of the tests was fo r the Dogmatism Scale , significant at the 
.05 level. The area in wh ich respondents rece ived master' s degrees, 
including not havi~q one, was not s igni f icant ly re lated to scores on any 
of the tests; and the only s ignifi ca nt diffe r ence on the tests in a 
compa ri son of a lI who had received the master ' s deg ree against those who 
had not was on the Dogmati sm Sca le, where the diffe r ence was significant 
at the . 0 1 level. 
Whether teachers had attended one o r more socia l st udies institutes 
or had never attended an institute had no significant rel ationsh i p to their 
mean dogmati sm o r educationa l philosophv scores. Also , the r e were no 
sign ifi cant di fferences on any of the tests between respondents who had 
applied for and those who had never app li ed for a summer social studies 
institute fellowship . 
When grou ped by membe r sh ip in professional o r gan izati ons , the 
respondents were not significantly d if fe r ent in thei r mean acceptance, 
unde r stand ing, dogmatism , o r ph il osophy scores. 
x i 
It was fou nd that , for th is sample , teacher s ' de~ree of doqmati sm 
and educat ional phi lsoph ica l ori entat ion a re si qn ifi cantly re la ted t o 
the exten t to which they accept and/o r und e r st and the rat ional es und 
st r ategies of the New Social Studies . 
( 189 paqes ) 
CHAPTER I 
INTRODUCTION 
Du r ing the late 1950's and early 1960's , educational leaders in 
many fields reappraised the content, methodology , goals , and objectives 
of thei r disc i pl i nes . Their aim was to find mo r e e ffective ways to better 
pr epare students to function in and contribute to a societv which had been 
drast ical ly chanqing, pa r t icula rl y since Wo r ld War I I . The first, and 
most dr amatic , cu rr iculum revi s ions came about i n the science and 
mathematics f ie lds . These a reas we re assiqned h iqhest national priority 
because of the emotiona l impact caused by the Russ ian lau nchinq of thei r 
Sputnik in 1957 . Howeve r , the soc ial studies cu r r:culum had not received 
sign i f icant attention s ince 19 16 when the Committee on the Soc ial Stud ies 
recommended the now fami I iar K-1 2 scope and sequence. (See 01 iver, 1968 , 
pp . 17 - 42 fo r an excel lent su mma r y of the Report of the Committee on the 
Socia l Studies, 1916 . See a lso Mass ialas & Cox , 1966 , pp . 27 - 29.) 
The 1916 committee , in proposing a sequence of soc ial studies course 
offerings, postulated c itizenship education as the central qoal of soc ial 
stud ies inst r uction . Shave r and 01 iver (1968 , p . 327), concluded that 
desp ite that stated goa l , "h isto r y fo r histor y ' s sake has continued to 
dominate soc ia l stud ies teaching . " The ir charge that social s tudies 
content has bor ne I i tt le relat ion to stated citizensh ip obj ectives 
appea r s to ae valid . For examp le , the problems with which social studies 
educator s have pu r ported to he lp the ir students deal, such as r acism , 
povertv , over populat ion , and e nvi ronmen t al abuse , are sti I I p laquinq t he 
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nat ion. Although Shaver and 0 1 ive r do not implv that with improved 
soc ial stud ies programs the problems wi I I be so lved , they and most 
con temporary socia l studies cu rri c ulum deve loper s ag ree that a ma jor 
purpose of the social studies is to he lp st udents und e r s tand the causes 
and effects of pressing soc ia l i ssues. Yet i t seems that cou r ses made 
up pri ma rily of descr ip t ions from hi sto ry , and on occas ion, the soc i al 
sc iences , have not he l ped people learn to deal effect ively wi th the 
nation' s problems . 
Many soc ial stud ies cu rri cu lum specialists (Hunt & Metcalf , 1955; 
Metca If , 1963; Mass i a I as, 1963; Enq I e, 1960 , I 968, 1970 ; Shaver , 196 7) 
have contended tha t the cu rr iculum mus t foc us on pub I ic is sues r ather 
than histor y and soc ial sc ience know ledge in orde r to help students make 
rationa le decisions concer ning th e ir o;~n comm itments to the prese rvation 
and strengthening of t heir democrati c soc i ety. 
In the early a nd middle 1950 ' s, ma ny c ri t ics ch arg ed that the soc ial 
s tudi es cu rri culum needed to be ove rhauled. Beg inning about 1957 the 
federal governme nt, and to a lesser extent, pr ivate found ati ons , f ina nced 
seve r a l soc ial s tud ies curri cu lum revision proj ects . Curri cu l um 
devel opers , bel iev inq tha t the conventi ona l t exts a nd courses of st udv 
were bui It- in obstacles to change (Fenton, 1967 , p . 2) , revised materia ls 
and teaching str ategies. At the s ame time , they r e- eva luated t he 
princip les t hat were be i ng taught , and in some cases e s tablish ed diffe rent 
priori t ies and emphases . The products of these cu rri culum devel op er s 
co I I ect i ve I v have been ca I I ed the New Soc ia I Studies . (See Leste r, Bond, 
& Knox, 1969, and Sander s & Tanck, 1970 , pp . 383-447 for progress repo r ts 
and descr iptions of many of the projects . ) 
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During the past decade, and particularly during the past few years, 
various socia l studies projects have been completed; some have been 
field-tested, evaluated, and modified . Reports, containing background 
information, developmental procedu res, materials a nd suggestions for 
activities, have been widely distributed to "input and evaluation" 
schools. Many products are being sold by commercial pub I ishers. Many 
teachers are anxiou s to ~et these mater ials, which, a lmost without 
exception, are claimed by the develope r s to hold the interest of the 
students to a greater degree than the standard textbook. 
What most of the projects have attempted, in a variety of ways, is 
t o develop material s and strate~ies that have students learn, not so much 
the find i nqs of the variou s disci pI i nes, but the ways in whi ch the 
scholars go about exam ining pr obiems from the standpo int of their 
particular disciplines . 
Virtually eve ry project emphasizes the importance of training 
students in the processes of inquiry <Fenton , 1966) , althouqh not al l 
agree on the form and su bstance of inquiry. For example , in his early 
work, Fenton (1966, pp. 264-274) devised exercises and selected content 
which set up the student to reach conclusions that were alreadY determined 
and out I ined for the teacher. That kind of inquiry came under attack and 
some c ritics even cha rged that materials so designed were Intellectually 
and pedagogically dishonest. They believed that the intent of inouiry 
should be open-ended pursuit, as distinguished from acquiescent receptiv ity, 
and the deve I opment of the I earner's ab i I i ty and w i I I to find out tor 
himself (F raser, 1967, p. 26) . To these people, an important desired 
outcome of engagement in inquiry is that students should be able to 
identify significant problems and seriously search tor satisfactory 
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answers for themselves <Ba r th & Shermis , 1970, p. 743). 
Each cu rri culum project which has emphasized inquiry has contained, 
in varyinq deqrees, certain other common elements. Tucker (1965) 
identified three cha racteri st ics of an inquiry- centered social studies 
cur r iculum: 
I. The lea rn ers are active and the content is problem- centered. 
2. It emphasizes the systematic study of problems, issues, and 
va lues. 
3. It becomes progressively less teacher directed, cal I ing upon 
students to engage each other in quest ioning and clarifica-
tion of points. (Tucker, 1965, p. 29) 
Ther e is not universal agreement about these o r other chara cte r-
istics of inquiry-oriented projects, however, the lack of consensus makes 
it difficu lt to define the New Social Studies. Representative definitions 
of socia l stud ies wi I I be discussed in Chapte r I I to ident ify confusions 
about what the goals and objectives of the social studies ought to be . 
It has been assumed by many leaders in the field that once teache r s 
were freed from the constri ctions of a textbook, s tudents would be freed 
f rom the memorization and requ rqitati on of loosely related fact s . The 
project mate ri al s were t o he the foundation for a "revolution" in the 
soc ia l stud ies (Fenton, 1967). However, cu rriculum r eform has not had 
the expected impact (See McElroy & Templeton, 1969; Shaver , 19 69 ; Smith , 
R.B ., 1968). 
Desp ite striking changes in some districts , in schoo ls across the 
cou nt ry, t he la r ge majority of soc ial studies teachers appea r t o sti I I be 
engaging in "teacher tel I inq, text-book r ead ing, and lesson hearing." 
<Beyer, 1967 , p . 199). Yet much of the c urrent professional I iteratu r e 
challenges teachers to have the ir students formulate ques ti ons , gather , 
ana lyze, and inte r pret data in order that the studen ts may make deci s ion s 
about complex socia l issues . Why more teachers have not modifi ed the ir 
methods and strategies to accommodate the inquiry-centered curriculum 
developed by the va ri ous pro.iec t s is an important fluestion . Th is 
study explores related fa ctors that may shed some I if1hi on that ouest ion. 
Ther e is I i ttle evidence from most project report s that the pro j ect 
directors considered the teacher to be the key to the successful execu -
tion of the program. Some project d irector s apparently have believed 
that with carefully developed, high-inter es t materials, including 
teacher s ' manua ls which c learly spel I out daily and unit objectives , 
teache r s would have no ditficultv in transmitting the "package" to 
their students. 
Although not sta t ed explicitly in the pro.iect reports, most of 
the materi a ls seem to have been ou i It around assumptions about the 
teachers who would use them, and adoption and successfu l use may wei I 
depend upon the val idity of those assumptions: 
I. Teachers a re in philosophical agreement wi th th e r ationales, 
s trategies, and content of the New Social Studies. 
2. Teachers possess the requisite sk i li s to uti I ize the project 
materi a ls. 
3. Teachers a re openminded, and therefore recept ive to change . 
4. Teacher s accept and understand the rationa les and strategies 
of the New Social Studies. 
The first assumption, that teacher s are in philosophica l agreement 
with the rationales, strateg ies , and content of the New Social Stud ies 
is apparent ly held by man y cu rri culum developers. Teachers' manuals 
and s upport ing material s (suggested act ivities, examples of modes of 
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in~uiry which may be empl oyed to i I lustrate particular concepts and 
generate discussions) say I ittle, if anything, about the attitudes the 
teacher should have concern ing his role in the classroom. He is shown 
how to direct an inquiry lesson, and it is further assumed that he wi I I 
behave as s uggested . Yet, if the teacher possesses an educational 
philosophy which dictates that he is the purveyor of a pr escribed body 
of data, there is a strong I ikel ihood he wi I I re ject, or at least find 
difficult to use, the strategies the developers have bui It into their 
programs. 
The teacher's philosophy of education has been trad iti ona ll y 
defined as the beliefs and values he ho lds about educat ion--h is role, 
and the role of the learner. Even with the ca refullv defined teaching 
suggestions described in most of the projects, the teacher's philosophy 
is I ikely to exert conside r able influence on his teaching behavior, and 
therefore on the outcomes obtained with the cur ri culum materials he is 
asked to use. 
The importance of the teacher ' s phil osophy to the socia l stud ies 
class room was clear ly implied by Charles Beard in 1934: 
Every human being brought up in soc iety inevitably has in 
mind a frame of soc ial knowledqe , ideas, and ideals--a more 
or less definite pattern of things deemed necessary, things 
deemed possible, and things deemed des irable; and to this 
frame or pattern , his thought and action wi I I be more or less 
consciously referred . This frame may be larqe or sma l I; it 
may emb r ace an immense store of know ledqe o r I ittle knowledge; 
it may be wei I organized with respect to cateqo ries of socia l 
thought o r confused and blurred in o rqanization; and the 
ideal element in it may represent the highest or lowest 
aspirations of mankind . But frame there is in every human 
mind. This is known , if anything is known. If the fact be 
denied, if a large, cla rified, and informed frame of purposes 
is re jected , is deliberately and ostentatiously put out at 
the front door of the mind, then smal I, provincial, local, 
class , group, or personal prejudices wi I I come in at the rear 
door, occupy the background of the mind, and const itu te the 
f rame . This conc lu s ion of contempor a r y social t hought app l ies 
t o those who formul a t e object iv es and curri c u la for the schools, 
to teachers who expound t hem , and to the writers of t r eatises 
on th e social sc iences. To repeat Co le ' s fo rmul a : no one 
can profess to know everyth ing o r t o believe no t hinq , to 
possess the wh o le truth or to exe rc ise no preference in the 
se lection , arrangement, and presentation of materi a ls for 
thought and inst ru ction with r espect to particular truths . 
... [ l]n the I ight of th e f indi ngs that some frame of ref e r ence , 
some conception of a rrangements deemed r ea l, possible, and 
desirable, wi II in fact control the selection and o r ganization 
of materi a ls in t he soc ia l sc iences --wh ether with respect to 
object ives and cur r iculum , o r to qreat t r eat ises in history , 
economics, poI it i cs, or soc i o I oqy--controver·s i es ove r such 
intellectua l ope rat ions as synthes is , integration , fusion, 
a nd cor r elation are also reso lved . . . Any formulation of objec-
tives , selection of materia ls , or organization of knowledge 
is cont r olled fundamentally by the frame of soc ial re fe rence, 
the picture of a rrangemen t s deemed r ea l , possible, and desirab le , 
ex isting in the mind of the fo rmula to r , se lector, o r orqanizer. 
(Beard, 1968 , pp. 15-1 6) 
Now, forty yaa r s later , t here is I itt le evidence that Beard ' s 
i ns ights into the nature of and funct ions of teach e r s ' f r ames of refe rence , 
thei r educat ional phi losoph ies , if you wi I I , have been heeded by the 
con tempor ary curriculum develope r s who , a lmost without exception, fail to 
test whether teachers in general possess the ideas and idea ls and a re 
accepting of the cog niti ve s tructures upon which most of the new materials 
are based. About the teache r, Shaver has sa id : 
. .. teachers often do not engag e in creativel y r est ru ctu ri ng 
the i r curriculum because they lack the necessary professional 
commitment to do so .... The frame of r e feren ce of many teacher s 
is not I ikely to lead to demands fo r o r production of star t l ing 
changes in the soc ial s tudies curr iculum. (Shaver, 1967 , p. 
592) 
Several persons who have studied teacher character is t ics and 
educat ional philosophy ove r the past f ifteen yea r s (Cl ark , Klein, & 
Burks , 1965; Gowin, Newsome , & Chand le r, 1961; Ke r l inqer, 1956, 1958; 
and Kerl inge r & Kaya , 1959a , 1959b) have concluded that educat ional 
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phi losophy can be descr ibed basically along two dimensions- - traditional 
and proq r ess ive . The "traditional " teacher is cha racte r ized as holding 
a narrow educational viewpoint, emphasizin9 subject matter mastery , and 
teach i ng his studen·rs what he be I i eves they shou I d know; the "Proq r ess i ve 
teacher emphas i zes problem solving , education based upon children ' s 
in t e r ests and needs, equa li ty and warmt h i n i nterpersonal r elationships , 
and educat ion as an inst rument of socia l chanqe." (Sears , 1967 , p . 47) 
The latter desc r iption generally f i ts the as s umptions about the 
teacher ab le to effectively uti I ize the st ra te9 ies of the New Social 
Studies; t he project materi a ls seem unsuited to the cha r acterisi· ics of 
the fo rmer, or "t r adit ional, " t eache r . One important r eason for this 
study is a concer n that the re may be d i ssonance between the educat iona l 
philosop hy o f many teachers and the assumptions of Ne~ Socia l Studies 
projects . Such dissonance might be a cont ri but i ng f actor in the lack 
of impac t of the New Soc ial Studies ac r oss the country. 
The second assumption that seems to be basic to many of the social 
stud ies projects, that teachers possess the requisi t e ski I Is to ut i I ize 
effect ively the project mate r ials, may be based upon another assumption- -
t hat teacher education institutions are not only awa r e of the kinds of 
demands the new cur r icula make o f teache r s, but have been changing their 
programs t o pr epa r e teachers wi th the requisite inst r uctional ski I Is . 
This assumpt ion may not be va l id , howeve r. Sm i th ( 1968 , p . 338) c laimed 
t hat an importa nt reason cu r riculum r eform in social s t udies had not had 
the expected impact was ou t da t ed teacher educat ion . Beyer (1967 , p . 202) 
stated that "most methods courses offer ed today a r e, fr ankly , a waste of 
t ime ... . Few deal with the actua l essence of teachi ng - -t he planning , 
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execution and evaluation of specific teaching strategies." Several years 
ago , Metca lf (1963, p. 199) predicted that unless the methods course was 
revolutionized, it would probably be abo I ished. And, in a study of 350 
members of the New York State Counci I for the Social Studies ( Lorie & 
Co rbin, 1970, p . 289), 94 percent of the r espondents said what was needed 
was a good methods course, but 42 percent sa id present methods courses 
were a waste of time. 
Patr ic k ( 1968, p. 30) suggested that teachers are not Trained in 
method s courses to teach their students to develop inqui ry ski I Is or 
engage in critical thinking activities. Patrick further argued that 
teachers learn from the school hierarchy in subt le ways to "emphasize the 
importance of authority, obedience to law, and conformity to school 
regul ations, and [thus] tend to disr·eqa ;-d the importance of act ive, 
democratic part icipation ." 
The United States Office of Education (USOE), although not 
necessari ly agreeing with the c ritics who say that teac her training is 
inadequate to meet cu rrent needs , has recognized that the new curricula 
make new and different demands upon teacher s. That office , alonq with 
the National Science Foundat ion, has s upported programs to acquaint 
teachers with new materials and suggest strategies, large ly through 
funding summer institutes and yea r-l ong training programs for in-service 
teachers . 
Whethe r teache rs a r e being trained to deal effectively with the 
New Socia l Studies (NSS) is not within the scope of this stuay; yet it is 
apparent that resea rch needs to be carried out to help guide soc ial studies 
education deJartments in making organizational and pedaqoqical decisions . 
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This study is related to the second assumption (about the possession of 
requisite sk i li s) periphera lly, i f the possess ion of "requ i s ite s ki li s " 
is assu med to be depe nde nt on the appropriate type of underlying beli ef 
system. That some teache r s may be unable t o develop the kind s of c lass -
room ski I Is necessary to s ucces sfu l Jy meet the objectives of the NSS 
appear s to be tied closely to the third assumption, that teachers are 
openminded, and there fore receptive to chan9e. For, attempts to improve 
instruct ion wi I I, in large measure, be depen dent upon the abi I ity and 
wi I I ingness of the teacher to modify his teaching behav ior. 
Teachers are more I ikely to reject new information and teaching 
strategies if they a r e closeminded, characteri zed by Rokeach as: 
A closed way of thinking which could be associated with 
any ideol ogy , r ega rdl ess of content , an authorita rian ouTlook 
on I ife, an intolerance toward those with opposing bel isi s, 
and suffe ra nce toward those with simi lar bel ie fs.(Rokeac h, 
1960, pp . 4-5) 
Some studies (e . g. , Fr ymi er , 1969; McElroy & Templeton, 1969), 
indicate that c losed mind ed teachers are I ike ly t o be le ss innovative 
or open to chan9e than are openminded teacher s . Sears (1967), in his 
study of the relation s hip between teacher dogmati sm and ph i Josoph ica l 
orientation, conc lud ed that closedmi nd ed teachers would be more I ikely 
to avoid or rej ect experiences which modified their teaching behavior, and 
be Jess understandin9 of s tudents and the problems. Also, Robertson and 
Haas (1970, p. 138) conjectu red that the new rationales and strategies 
for social studies being suggested by contempor a ry cu rri cu lum developers 
"wi I I be best implemented by teachers who hold open, accepting, and 
understanding attitudes." 
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If a relation s hip exist s between dogmati sm (c losedmindedness ) and 
wi I I in9ness to innovate, the extent to which a teacher acce pts the 
rationa les of the NSS and h is understandinq of what the NSS ar e de s igned 
to accomplish may be closely tied to his deq r ee o f do~matism and to h is 
educatio nal philosophy. As the Rev iew of Resea rch wi II indi cate , the 
relationships among these four variables-- dogmatism, philosophy, 
acceptance and underst anding of the New Soc ial Studies --have received 
I i ttle attention f rom researchers. 
There ar e undoubtedl y many reasons wh y this I ine of research has 
not been pursued. One r eason , as the Review of Research wi II indicate, 
ma y we i I be that determining whether teachers accept and under stand the 
rationales and s trate9i es of the New Social Studi es is d iffi cult because 
there is I itTi e agreement among leaders in th e fi eld about what social 
studi es is. There have been many attempts to define the soc ial studies 
dur ing the past fi fty years. In a recent article Ba rr hi9hl iqh ted the 
definitional prob lem when he obser ved : 
Attempts at definin g the fi e ld have t e nded to be awkward 
or embarrass in9 beca use the soc ial s tudi es ha s been t ypified 
by a spate of definitions that have been and continue t o be 
amb iguous, incon s istent, and often cont radictory .... The 
problem of defining the soc ial s tudies has not j us t arisen from 
an inability or hes itancy of leaders in the profession to 
articulate a n adequate definition; the mos t troubl inq s itua-
tion has grown out o f the tac t that the profess ion has staggered 
under a plethora of competing de tinitions.(Barr , 1970, p . 752) 
It wou ld seem rea sonable that i f teacher s are increasingly being 
asked to revise their techniques and strategies to accommodate the new 
ob j ectives of the soc ial studies , curriculum developers s hould have a 
clear idea of what they a re as king teacher s to do, and why. Althouqh 
beyond the scope ot the present study, it is important to know if 
17 
vagueness and ambiguity among c urri cu lum developers are factors which 
are related to understanding and acceptance of the NSS. An examination 
of this question could provide valuable information and insights for 
futu re cu rricul um work, and cou ld, perhaps, give soc ial studies orqani-
zat ions the tools with which to analyze and implement two position 
papers, Standards for Social Studies Teachers and Curriculum Guide I ines, 
which were recent ly adopted by the National Counci I for th e Soc ial 
Studies (Socia l Education, December 1971). 
The Problem 
The present study, however, is rest ri cted to examining the rela -
tionships t hat dogmatism and educational philosophy might have to teacher 
acceptance and understanding of the New Soc ial Studies, as confl icfinq as 
def in iti ons of that term may be at this time. Many studies have been 
concerned with teacher dogmati sm, and some studies have identified 
factors which are related t o teachers' educational philosophi es . Yet, 
there have been few studies which correlate doqmatism and educational 
philosophy . Further, the r e have been no r esearch studies to date which 
have attempted to relate t eache r doqmatism and educational philosophy to 
teacher acceptance and understandinq of the NSS. This lack of research 
in an area of potential importance to those workinq toward a more wide-
sp r ead adoption of the rati onales and strategies of the New Social 
Studies is the central problem with which this study is concerned. 
CHAPTER I I 
REVIlW Or RESEARCH AND LITERATURE 
RE LATING TO SOCIAL STUDIES EDUCATION, 
DOGMAT ISM , AND EDUCATI ONAL PH ILOSOPHY 
I > 
The concer n of this study is the lac k of knowledge as to the 
rel ationships among dogmatism, educat iona l phi losop hy , a nd teacher 
acceptance and unde r s t a nding of t he New Soc ia l Studies . In or de r to 
study these relation sh ips , one needs t o de fin e "New" Socia l Studies, as 
wei I as consider more tho roughly the constructs of dogmatism and educa -
tiona l ph il osophy . 
The first secti on of this chaptar prov id as an overview of the 
cu rrent controversy over what soc ial stud ies i s as a bas is for measuri no 
the perceptions of in-ser vice teac her s about the New Soc ial Studies. 
The views of a represen tative group of soc ial stu di es c urri culum developers 
are identified. No at tempt is mad e to judqe whi ch position is s upe ri or. 
An ef fort is made to show that those wh o ho ld a particular approach to 
be s uperi or al so make assumpti on s about the ways teacher s s houl d behave , 
the attitudes they shou ld ho ld, and th e understandings they should have 
in order to provide more effect ive instru ction in the c la ss room. 
Next, dogmatism and studies relating to teacher dogmatism are 
discussed . The concern here is that t eachers who are more closedminded 
might be less amenable to the NSS than openminded teachers, and find it 
more diffi cult to adapt their approaches to achieve the objectives of the 
NSS. It ma y be concluded f rom some of the studies that teacher behavior 
is I inked with abi I ity to c hange, and abi I ity to change is I inked with the 
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degree of dogmatism, or closedmindedness , of the teacher . Hundreds of 
stud ies have been conducted relating dogmat ism to many variables. Some 
of these are c i ted in this chapter, but most r e late to the current study 
only tangentia ll y. Only those studies which s hed I ight upon the relation-
sh ips which might exist between dogmatism and acceptance and understandin~ 
of the new approaches to teach i ng social studies a r e discussed in detai I. 
It is hypothesized in this study that there i s a co rrelation between 
teachers' dogmatism and their educationa l philosophies. Teachers' 
philosophies may a lso be related to their acceptance and unders tanding 
of the NSS . Studies r elevant to those hypotheses are reviewed in the 
last section of this chapter. Educational Philosophy i s defined so the 
r eade r wi I I unde r stand the use , in this study, of a two- dimensional 
definition, when most educat ional phi losophy books id entify four, five, 
or s ix dimensions. Finally, scales which have been constructed to 
measu r e educationa l philosophy a re discussed and compared as a basis for 
selecti ng a measure for Htis study. 
Socia l Stud ies Education 
The term socia l studies, much I ike t he term democracy, is difficult 
t o define. Both terms evoke va r y ing fee l i nqs and be liefs depending upon 
d iff e r ences in individual backgrounds. Engle (1968, p. 43) identif ied 
two basica ll y different o ri entations t owar d defining soc ial studies. 
To some, socia l studies are essentially t he socia l sc iences simp I if ied, 
while to other s, socia l studies is concerned directly with deve lop ing the 
attributes of good citizens. Barth and She rmis , in a mo r e recent article 
( 1970 , pp . 743-751), identified what they termed three trad it ions in 
socia l studies education: ( I ) social s tudies as ci ti zenshi p transmission, 
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(2) soc ia l studies as social sc ience , and (3) social studies as reflective 
inqui ry. 
Although Barth and Shermis c laimed that these are competinq 
positions, Barr (1970, p. 753), i n analyzing their model, saw the 
three posit ions as bei ng inter-related (Figure I). 
I 
Soc ial studies as 
citizenshi p trans-
mission 
Soc ial stud ies as 
soc ia l science 
Figure I. Barth-Shermis cont inu um according to Barr . 
Soc ial studies 
as r ef lective 
inquiry 
On the left of the cont inuum, the emphasis is on teachinq sub-
s tantive concepts and on the right, inquiry processes. At the extreme 
le ft, "right" values are transm itted alonq with prope r knowl edqe. Further 
t owa r d the ri gh t along the continuum , indoctrinati on dec r eases and 
emphas is on t each ing accurate descript ive inf o rmation from the academic 
disci pi ines inc r eases . Nea r the center, but sti I I to the left, the 
emphasis shifts from descriptive in format ion to structu r a l app roaches 
which emphas i ze substantive concept s. In the middle, the teachinq of 
su bstanti ve concepts is joined by the teaching of procedu ral concepts and 
a shift t oward an inquiry o ri entat ion . To the ri gh t of center, the qoal 
is t o teac h specific inquiry s ki I Is from the va ri ous academic disc i p i ines. 
Fu rthe r t o the ri ght, the inquiry process c ha nges from inquiry techniques 
of the di sc i pi ines to t hose of refl ecti ve inqu iry, aimed at pub I ic issues , 
concep ts, and findin gs from alI of the disci pi ines. 
Whether there a re two posit ion s as Enq le suqqes ted, three as 
ident i f ied by Barth an d Shermis, o r an inter-relatedness along a continuum 
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as defined by Barr, is less important to this study than the question of 
how classroom teachers perceive their ro les in teaching the various 
disci pi ines. The amb iguities which exi s t may lead to confusion when 
social studies teachers use New Social Stud ies products because some of 
those who have developed new programs a r e themselves unclear about what 
the objecti ves and rationales of a social studies curr iculum ought to be . 
Def ini tions of social studies 
A number of definitions and positions are discu s sed in the followino 
paragraphs. For organization a I purposes , they are arranged genera I I y as 
they fall along the continuum suggested by Ba rr-- ·rhat is, from those 
that perceive the role of the social studies as the teaching of substantive 
concept s , to those who would use the content of the disciplines to help 
students become rational decision makers. Preparation of this review 
turned up no current writers who would only have the soc ial studies 
transmit "r iqht " values. 
Transmission of knowledge approach. Wesley's now classical 
definition (1958, p. 3) of the social stud ies as the socia l sciences 
si mplified and adapted for pedagog ical pu rposes represents the position 
of many of the scholars in the various disciplines who are responsib le 
for training social studies teachers. The imp I ication is that the task 
of the teacher is to communica te to his students, in terms they can 
understand, what the various social scientists, such as historians, 
sociologists, anthropologists, have uncovered. Gross, in defining the 
purposes of social studies, said (1968, p. 1296), " ... they are those 
studies that provide understanding of man's way of I iving, of the basic 
needs of man, of the activities in which he engages to meet his needs, 
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and the institutions he has developed ." En9le (1968 , p . 44) said that 
def init ions such as those c ited above imply that "the socia l studies is 
a body of predigested and or9anized knowledge ready to be t r ansmitted to 
the I earne r." 
For those who subsc ribe to the above or sim i Jar definitions , the 
student is the cons umer of knowled9e gathe red for him by others. He is 
not a participant lea r ner, but a passive receiver. Whether that method 
of teachinq i s effective for the lea r ner is not examined in this study. 
However, Eul i e (/970, p. 270) suqqested that where memorv of facts becomes 
the end of instruction "students either do not see purposeful qoa/s or 
they are unawa r e of makinq any real prog ress t owa rd meaningful ends." 
It shou ld be noted that in the past decade, the ernphas i s on teachinq 
factual knowledqe ha s given way somewhat to +he inductive, discovery, 
and prob lem- solvinq teachinq strategies. Thi s is pa rt icula rl y true fo r 
teachers who have been retrained , o r have rece ived pre-ser vice train i nq 
at co ll e9es and unive r sii ies ~<hich have kept cur rent with the laiest 
trends, acco r din9 to Beyer C 1967, p. 199). He contend ed that the con tent 
of soc ia l sc iences is bein9 in c reasingly viewed as a vehicle through which 
ins tructional goa l s can be attained rather than as the pr ime objective of 
in struction. 
Soc ia I studies as soc i a I science. It is qene r a I I v ac know I edqed that 
the "revolut ion" in the socia l stud ies described by Fenton C/967, pp . 1- 5) 
beqan with the pub/ ication of Bruner' s ( /961) The Pr ocess of Education . 
Fenton described fi ve areas of r eform in the social stud ies: objectives 
and eval uation, teac hing strateg ies , material s , pupi I dep loymen t , and 
t eacher preparation (/967, p. 5) . Sm ith an d Cox repo rted (/969 , p. 41) 
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that it was virtually imposs ible to find a siqnificant s tatement about 
curriculum development written s ince 1961 that did not in some way draw 
upon one or more of t he ideas mentioned in Bruner's book. Fenton (1966, 
p. 81) believed that The Process of Education miqht eventually prove to 
be the most in f luenti al volume ever written about curri cu lum devel opment. 
Brune r contended (1961, p . 120) that "the structure of knowledqe--its 
interconnect edness and its derivations that make one idea foll ow anot he r--
is the prope r emphasis in education." 
Bruner convinced many soc ia l sc ienti sts that they shou ld develop 
courses which do not simply transmit to the students what the schola rs 
have learned, but which have the students learn the unique structures 
of the various disciplines. Fo r example, mu ch o f Fenton's work has 
been based on Bruner's belief that learnin9 is not simply masterinq a 
set of scholarly conclusions, but that learning comes from confrontinq 
the r aw data with which the scholar works and askinq questions of such 
data to draw appropria t e conc lusions (McE lroy & Templeton, 1969 , p. 105). 
Fenton and Good ( 1965 , pp. 206-208), in a report on the various 
USOE projects makin9 up ProJect Social Stud ie s at the mid 1960's , sa id a 
major approach taken by most project directors had been to center their 
development work on the identification of the s truct ure of the socia l 
sc ience disci pi ines . "In the cou r ses beinq desiqned, students ~;auld 
orqanize knowledge as historians, 9eoqraphers, political scientist s , 
economists, anthropolo9i sts , socioloq ists , and psychologists orqani ze it." 
Later, Fenton was able to report: 
Most of the new cu rri cu lum projects have adopted the structure 
of the disci pi ines as the major criterion for the selection 
of content in the social studies . The director s of several 
projects are devoting all of theiT time t o the identifi cat ion 
of st ructure. (Fenton, 1966, p. 81) 
Social s tudi es as reflective inquiry. Ther e is a fundamental 
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pedaqoqical controversy over how the disciplines a re to be presented to 
the students. A strong emphasis on developing cur ri cula which focus 
upon a single discipline is evident in most of the New Soc ial Studies 
pro j ects , although some, such as the Harvard Project, the Utah State 
Univers ity Analysis of Pub I ic Issues Project, and the Minnesota Project 
Social Studies c laim to be interdisciplinary, and focus upon refl ect ive 
inquiry. 
Smith and Cox (1969, pp. 130-150), described I I major curriculum 
projects financed by USOE, other federal agencies, or private founda tions. 
Of the I I described, seven represented spec i fic courses or disc i pi ines in 
history and the soc ial sc iences. Sanders and Tanck 11970, pp . 383-449) 
appraised 26 national soc ial studies projects . They I is ted 13 as 
discipline- oriented, six as comprehensive projects, three as area-
oriented , and four as special purpose projects . Significantly, one-half 
of the projects they reviewed were bui It around the s tructures of sinqle 
di sc iplines, which extended Fenton ' s 1966 findinqs that many project 
directors were devoting their time to identifying the st ructure of their 
disci p I i nes. 
Fo ll owi ng are brief descriptions of representative "New Soc ial 
Studies" projects arranged in th r ee categories; structure of the si ngle 
d isci pi ine, interdisciplinar y, and reflective inqui r y. 
Desc r iptions of social studies projects 
Structure of the single disci pi ine approach. Rep resentative of the 
single discipline approach are the follow inn projects: 
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The Commit tee on the Study of History , directed by Richa rd Br ow n, 
(Newbe rry Library, Chicago ), cons is t s of units which provide the s tudent 
with the raw materi a ls with which schola r s work rather than with the ir 
conc lusions. Th irteen units were scheduled to be pub I i s hed by late 1970. 
Si x titles were avai I ab le wh e n Sanders and Tanck evalu ated the project. 
They found wide variety in the complexi ty of both problems and units . Of 
the si mp lest un it, Sande r s and Tanck sa id it is " .. . a long way from 
bei ng suitab le for slow learners, but motivated ave r age students could 
understand much of it." (Sanders & Tanck, 1970 , p. 416) 
Brown said , speaking about the projec+: 
We th ink that genuine learning in the field of hi story mean s 
more than the p laying of a game with a student, mo r e than 
si mpl y affording him c lues designed to move him ineluctibly 
to the fo reo rd ained conclusion of the curriculum designer . 
We want ou r students to do more than construct sets and models 
of data, more than mere ly to master th e tools of inquiry. 
We want them t o discove r things in the raw data of history 
that we did not know were there, to think thouq hts t ha t had 
not occur red to us , to qo outs id e the materia l s we give them 
to ot her materia ls, to their own experi ences , to I if e itself. 
(Brown, 1967, p . 586) 
Brown spea ks el oque ntly of the object ives he and his staf f have set . 
Yet , there is a question about whether the pro j ect is suitabl e fo r 
a maj ority of high schoo l s tudents . Sanders and Tanck , in their evalua-
tion of the project further s tated: 
The paradox of thi s project is that it is histor y as teacher s 
wish it cou ld be taught rath er than as it ca n be tauqht in 
anything I ike an ave r age c lassroom s ituati on . (Sa nde r s and 
Tanck, 1970, p. 41 7) 
Bas ic Concepts in Histo r y and the Soc ial Sciences , another history 
project funded by USOE in 1964 for the pu r pose of improv ing ins t ructi on 
in American history in seconda r y sc hools , i s directed by Edw in Ro zwenc 
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and cons ists of 12 paperback booklets which are des igned to have s tudents 
study the process of interpretinq history. Sander s and Tanck reported: 
The project appears practical for a smal I minority of s tudents 
because of the scholar ly nature of the problems and the diffi-
culty of cons iderable por tions of reading even when it was 
selected partly for reading abi I i ty . (Sanders and Tanck , 1970, 
p. 416) 
What educational ends are served , in I ight of Sander s and Tanck ' s 
belief tha t the materials are too difficult for most s tudent s to work 
with effectively, are co nfounded by the Pro ject Committee ' s expressed 
view that to comp rehe nd history, students must understand the processes 
of historical reconstruction and interpretation. (Joyce, 1972, p. 93) 
Sande r s and Tanck (1 970 , p . 415) concluded that the project does not have 
the students perform historical interpretation in the manner of h istori ans 
because they (the students) must eventual lv ag ree with one historian or 
anothet· rather than construct their own interpretati ons. 
The Anth r opo logy Curricu lum Project (University of Georgia) has been 
ca rried on under the d irection of Marion Rice , and is desi9ned to 
introduce students in grades one through seven to the or9ani zin9 concept s 
of anthropo logy . According to the Anthropology Cur ri cu lum Project 
teacher' s <JUide (1965, pp. 1-2), the follow i ng object ives are amonq 
those which are impl emented: 
I. To gain some insight into the way an anthropologist studies 
people. 
2. To obtain a general idea of the concept of cultu re . 
3. To learn that culture is universal . 
4. To acqui r e an idea of how cultures chanqe and qrow. 
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An assumption of the project is that elementary teachers have I ittle 
back9round in anthropology, and a great proportion of the pub I ished 
mate ri a l is des igned for teachers' education in anthropology (Sander s & 
Tanck, 1970, p. 409). The concepts are tau9ht in s uch a way that the 
methods by which they we r e ar ri ved become apparent : the student sees how 
the ideas he is being taught were f i r s t 9enerated and are constantly 
beinq tested (Joyce, 1972 , p. 85). 
The Anth ropolo9y Curriculum Study Project (University of Chicago) , 
is under the di r ection of Ma lco lm Col I ier and is sponsored by the American 
Anth ropo logica l Assoc iation . The project has a dual thrust: to get 
anth ropology into the secondary school curr icu lum and to he lp students 
undersi·a nd the anth ropo logists' analytical concepts that could be useful 
in the ana lysis of soc ia l data. Col I ier, i n stating tne general objectives 
of the project said: 
... hypotheses must be reformulated because the observers qrow 
in ab i I ity to see , to ana lyze , and to hypothesize. That is what 
the social sc iences have in common--a se ries of dynamic, self-
developing ways of looki ng at men and activit ies . (Co l I ier, 
1965 , p. 555) 
The project has many s trength s accord in9 to Sanders and Tanck, who 
r epor ted that the authors cla im that experience in the c lassroom demon-
strate that slower, les s able students r espond to it a s we i I as bright 
students . However, acco rd i nq to the fa I I 1969 issue of the Anthropo I oqv 
Curri culum St udy Project Newsletter , only about sixtv per cent of the 
st udents are able to understand and ut i I ize the conceots built into the 
cou r se. Poo r r eaders have considerable difficulty with much of the 
narrative. (Sanders & Tanck , 1970 , p. 414) 
Two economi cs cou r ses , one for ninth 9raders and the other for 
high schoo l sen iors, have been developed. Both courses uti I ize ma,jor 
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concept s of econom ics , and neither takes t he student beyond the sinqle 
d i sc i p I i ne . 
Development of Economics Curricu lar Materials fo r Seconda ry School s 
(Ohio State University) , directed by Meno Lovenstein and funded by USOE. 
Thi s project was designed as a one-semester cour se fo r the ninth qrade 
level. Lovenstein and his assoc iates developed a r ationa le for economics 
instruction wherein they v iewed economics as a system of concepts and 
integral patterns of reasoning by which the concept s were derived and 
inte rre lated . Eiqh t een units had been comp leted by late 1970. The 
course emphas i zes mac r o- economics and economic analysis ratrer than 
bus i ness econom ics. The cour se is d iv ided into three ma.ior sections , 
each deal ing with a central idea : ( I ) Sca rcity ; (2) flo>~s of qoods and 
se r vices and money; and (3) coo rd i nat ion of econom ic acTiv i ty . Acco r d i nq 
to Sande r s and Tanck (/ 970 , p . 420) , proJect eva lu ato r s conc luded that 
the cou r se ••as app rop r iate fo r ninth gr ader s , but that student achievement 
did not app roach higher level project object i ves . 
Econ 12 (San Jose State Co l leqe) was developed at the Economic 
Educat ion Center at San Jose State Co l leqe under the d irection o f 
Suza nn e Wigg ins He/burn and John Sperli ng . The project was funded by 
USOE and t he Joi nt Cou nc i I on Econom ic Education . A qoal of the deve lopers 
was to des ign a cou r se su i tab le fo r ove r 60 percent of h igh school 
seni or s with no pr io r fo rma l st udy of eco nomi cs and appropr iate to 
t eac he rs with no s pec ia l tra ining in economics . Yet , one of the project 
di r ector s suqgest ed Econ 12 might a lso be approp r iate as a col lege level 
introd ucti on t o economi cs (Sande r s & Ta nck , 1970 , p . 422). That statement 
seems inconsis t ent with the goa I of r each i nq 60 percent of hi qh sc hoo·l 
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seniors. Despite the attempt to develop an econom ic s cour se that could 
be effectively tauqht by people with I ittl e o r no backqround in the 
disci pi ine, Sanders and Tanck , in their evaluation of the project , 
r ecogn ized that: 
Teacher s wi I I need to understand the rat ionale , the two problem-
solv inq methods, systems analysis and conflict analysis and 
the function of materials to use the course effectively. The 
project i s developing a teache r' s quide which prov ides an 
introduction to the procedures and r ationales of the course . 
The qu ide also includes unit objectives and summa r y charts 
o f instructional act ivities (Sanders & Tanck, 1970, p . 421 ). 
The High School Geoqraphy Project (University of Colo rado) was 
initiated by the Ame ri can As sociat ion of Geoq r aphers and the National 
Counci I for Geographic Education to improve the qua lity and quantity of 
geog r aphy education in the schools . It was financed oriqinallv in 1961 
by the Ford coundat!o" and later by the Nation~l Sc ien ce Fou ndation. 
As with Econ 12, the course is designed to be tauqht by oersons with 
very I itt I e forma I instruction in qeo!'j ra phy . But Sanders and Tanck 
(1970 , p. 426) s uqgest that the teacher should devote at least a month 
du ring the summer reviewinq the materials befor e attempti nq to pr esent 
the cou r se. 
Although the developers envision the cou r se as a geog r aphy offerin!'l 
in the seconda ry schools , Sanders and Tanck (1970, p. 426) be li eve it 
could easily be construed as a r equi red, interdisciplina r y cu lminati on 
to social studies in the twelfth qrade . They miqht be usinq the term 
"interdisciplinary" incorrectly. Obviously, certain concepts and qeneral i-
zations identified with a particular discipline may be used to i I lu strate 
and reinforce concepts from another discipline. This "borrowinq " does 
not make a course interdisciplinary. If alI of the materials for a 
cou r se are keyed to the development of the concepts and !'jenera I izati ons 
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dea l t with primarily by economists , geog r aphers , historians , or political 
scientists , the course must be, by def i nition, single disc ipline in 
o r ientatio n. 
Sociological Resources fo r Secondary Schools (SRSSl, directed by 
Robert Angel I, was sponsor ed by the Ameri can Sociolog ical Assoc iation and 
funded by the National Science Foundation to: 
Develop in s tructiona l materials of hiqh qua l itv that wi I I 
accurately reflect the character of sociology as a scientific 
disci pi ine and that wil I be suitable for use in secondary 
cou r ses in sociol ogy , histor y , problems of democ racy , and 
other s ubjects . (Sm ith & Cox, 1969 , pp. 140-1 4 1) 
App rox imately fo r ty separate short un i ts , cal led "episodes, " have 
been deve loped whi ch involve students in socioloaica l inau i rv. Each 
episode requ ires no more than two weeks of class t ime and they are 
independent and not sequential. That i s , ce r tain episodes may be 
selected fo r use in government classes , while ot he r s could be bui It into 
ethn ic s tu d ies , h istory, and soc io logy cou r ses . 
The ep i sodes have been written by teams of soc io logists and socia l 
studies teachers, who fie ld tested and r evised the episodes pr io r to 
d i sseminat ion . Each episode is designed to present socio loqv as a 
method fo r seeking an swe r s to quest ions about socia l phenomena but , 
acco rd ing to Sande r s and Tanck ( 1970 , p . 434) , "make it clea r that many 
of the quest ions cannot be answe r ed clea r ly and fina l ly ." Sanders and 
Ta nck be lieve that although teachers shou ld be able to ha ndle the episodes 
wel l using the inst r ucto r s ' gu ides , they wi I I e ither have to use some of 
the act i v iti es fo r evaluation , as SRSS s uggests , o r develop the ir own mean s 
of eva lua t ion . (Sande r s & Tanck , 1970, p . 434) 
Two majo r projects may be noticeable by the i r absence: A High School 
Social Studies Cu rr iculum fo r Able Students , Ca r negie- Mel ion Un ivers ity , 
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di r ected by Edwin Fenton, and the Hiqh School Cu rri culum Center in 
Gover nment, Indiana Unive r sity, di r ected by Howard Meh l inqer. Both of 
the pro,jects fall into the s inqle disc i r l ine cateqo r y . Fenton's rro.iect 
accepted Bru ner' s hypothesis that student s lea rned best throuqh discovery 
and could lea rn socia l science concepts if they were tauqht with the 
st ru ctu re of disci pi ine. Fenton ' s focus was on the discipline of hi sto ry, 
and his early materi a ls were not only inquiry-cente r ed , but obv iou sly 
intended for bright, ab le students . A shift to concern for a broader 
ranqe of student s ha s been evide nt in his more recent works <The Americans, 
Ho lt, Rinehart, and Winston , 197 1 ). 
Mehl inger' s project dea ls with po liti ca l sc ience , in particular the 
stu dy of pol i tical behavior rather t han a descript ion of qove r nment. The 
pro ject has been compl eted and a t ext , Ameri can Po liti ca l Behav ior (Ginn 
and Company, 1972) , gea red for ninth qr ade students , has been ma r keted . 
The emphasi s on concept s of po liti ca l behavi o r and svstems, s uc h a s 
soc ia lizati on and role, rather than on concepts of qovernmental o rqan i-
zation, make the project somew hat difficult to c la ss if y al ong the cont i nuum 
discussed earli er, although on the s urface it is clea r ly a s ingle d iscir l ine 
project. 
Eac h of the projects desc r ibed above is bui It around the st ru cture 
of a s ingle di sc i pi ine. And a lthough t hey employ i nqui r y st r ateqies, the 
materi a ls with which students a r e asked to work are taken from the findinqs 
developed by scholars in the pa rt icu lar disci pi ines . An impo rta nt objecti ve 
of each project is t o t rain the student to operate i n the mode of the 
disci pi inar ian. Engle has said about these and similar sinqle discipline 
projects: 
Mo:;t of tho projects whi ch have come to rece ive lho doscriptivo 
term of the "new soc i al stud i es" a r e primarily concer ned wi-th 
updating and improving the teaching of the socia l sciences . 
Almost none of these funded pro jects have been concerned with 
improv i ng the comp r ehensive education of c itizens .. .. The 
decept iveness I ies not only in the na rrow treatment o f toe 
soc ia l studies but in the failure to d i stinguish between social 
sc ience teaching and social science research. (Engle, 1970 , 
p. 788) 
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Engle ' s cha rge that few of th e projects have dealt with improving 
the comp rehensi ve education of c itizens is s upported bv Shaver and 0 1 iver 
(1968, p . 309) who have been concerned that the structure of the disci-
pi ines approach, uti I ized by most of the soc ial studies pro.iect 
developers, is inadequate alone to the task of providing citizenship 
educat ion. They raise serious "questions about the extent to which the 
1 layman' can transfer the social scientist ' s concepts and find them 
"seful in the d ia logu e concern in ~ pub ! i c issues ." (Shaver & 01 iver, 1968, 
p. 319) 
Suppor t for the c laims made by Enql e , Shaver, and 01 iver comes from 
Fenton and Good (1965, p. %061, who, after evaluat ing rnany of the material s 
beinq developed at that time, obse rved that project directors were 
designing cu rri culum packages to help students learn how particular 
disci p i ines are organized. Few of them attempt to prepare students to 
analyze or otherwise come to grips with the important i ssues which pla~u e 
society. 
A majo r c r iticism of traditional soc ial stud ies cu rri cula was that 
students we re required to "lea rn" a body of data , conclusions reached by 
scholars and recorded in textbooks. This approach left students I i ttle 
room to question. With the " new " design, students are expected to learn 
how a discipline is structured and should, therefor e , be able to ask 
questions of the data and arrive at conc lusions which have meaning fo r them. 
Gut, it has bee n cha rqed (l:nql c , 1970, p. 778) , ne ither th e d~ta no r llw 
conclusions move students mu ch c loser to an unders tandinq o f the i ssues 
with which they must dea l to become i nfo rmed , Intel I iqent citizens. 
Johns (1970, p. 205) a9ree inq wi th Engle, indicated that teaching 
the s tructure of the soc ial sc iences would not help s tudents come to 
grips with the value conf li c t s which under! ie personal and social 
problems. Eul ie (1970, p. 270) claimed tha t empiri ca l, descriptiv e 
studies can only describe what is but cannot presc r ibe what ouqht to be . 
Eul ie also charqed (1970, p. 270) that because the structures of the 
disci pi ines a r e treated in a descriptive manne r, social studies "has 
been pa rticularly qui lty of bei ng irre levant--there is a lack of contact 
with the real world." 
Althouqh it is probably a qeneral objective of a lI soc i al stud :es 
curri culum developers to help prepare s t udents to become better informed 
c iti zens , it is becorning inc reasingly apparent that no sinqle discipline 
hold s the key to unl ock ing o r r evealing to students "answe r s" to the 
myriad issues with which they must cope if they hope to maintain a stable 
society. 
Some cu rri cu l um develope r s , who believe that the stru cture and 
findings of a si nqle d isc ipline cannot help students deal with important 
issues with the depth and scope necessary for them to make ethical, 
rati ona l deci sions , believe alI the social sciences should be emploved. 
These c ur ri culum devel oper s want to make it poss ibl e fo r students t o 
use whatever concepts and generalizations are deemed t o be impor tant 
focal poi nts by sc holars in the various disciplines. This approach is 
often labe l led "inte rdi sc ip l ina r y ." 
29 
The interd i sc iplin a ry app roach . One s ign i ficant i nte r d iscip linary 
program, emphas izing economics concept s beginning with elementary ch il dr en 
and proceeding through grade 12, is Expe rime nt in Economic Education 
(Pu r due University), unde r the di recti on of Law rence Senesh. The mater ial s 
for grades I through 3 were developed and tested with the help of 
El khart and West Lafayette , Indiana public sc hool t eacher s , and t he 
project is sometimes re ferred to as the Elkh art Project. Recently , Senesh 
has r elocated at the Unive r s ity of Colo rado at Boulde r where mate r ials 
for the upper grades are being deve loped. Senesh and his associates have 
identified prob lem areas or topics and approached their study in an 
interdisciplinary manner. 
As the student progresses through the prog r am by grade leve l s , 
diff e rent concepts are emphasized. Se nesn r epo rted (1967, p. 1) , "T h is 
mean s that the f undamental ideas of the various social sc ience d i sciplines 
a re t aught at every grade level with inc reas ing depth and complexi ty. " 
The s tudent is asked to examine quest ions such as: "What is produced? " 
"How ?" "What g ives it value? " "Who makes the dec i s ion to produce someth in q? " 
"What relative va lues are assigned to various goods?" "How is value 
determined?" 
In what he cal Is the "or chestrat ion" of the socia l science cu rri culum 
(Senesh, 1969, p. 49), the concept s of economics a re viewed from anthro-
pol igi ca l, pol iti cal sc ience , and sociolog ica l points of view to 
i I l ustrate and help the student to better unde r stand the prob lem under 
examination. The anal ytical too ls of one of the social sciences p lay 
the dominant r o le while a pa r ticular problem is unde r investigation, 
whil e the tools of other disciplines play supporting ro les. 
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Metcalf supported Senesh ' s rationale which cal Is upon severa l 
discipl ines to more fully exam ine i ssues, when he contended (1962, p . 20) 
that studen t s could not grow in their understanding of social phenomenon 
if they were taught facts ou t o f alI r e lationship to concepts or general i-
zat ions . Metcalf believed that a l though students might learn about wh at 
happened from an examination of the f indi ngs of a s ingle disci p i ine, t hey 
cannot learn why anything happened. 
Anothe r interdisciplinary social studies project d irector apparen t ly 
agreed wi t h Metcalf , and designed a program that dealt with boih the 
what and the why of social phenome na. 
The Minnesota Social Studies Project (Univer sity of Minnesota) wa s 
fund ed by USOE from 1963 to 1968. Directed by Edith West, the project 
developed a comprehensive, sequentia l K- 12 soc ial studies cu rri cu lum to 
teach concepts, generalizations , ski li s , and attitudes (Sanders & Ta nck , 
1970 , p. 402). The Project staff ag r eed that the social sciences need 
not (in tact, should not) be taught sepa rately. Because a lI the soc ial 
sc iences study soc ial reality , f rom diffe rent perspectives, the c urri cul um 
should be organized around important soc ial topics and the appropriate 
social sc i ences brought to bea r on them . In this r eqa r d , Senesh and 
West ag r ee; the major difference in the two projects is tha t one 
emphas izes economic topics while the other concent rates on soc ia l is s ues . 
Agreeing with Senesh and Metcalf, West said: 
It shou ld be noted that pr oblems within any society are not 
neatly sepa rated into political , economic , and social problems 
The study of societal prob lems therefore, r equ ires 
inte rdi scipl inary effo rts . (West, n.d., pp. 14 - 15) 
In their evaluation of the Project , Sander s and Tanck clea rl y showed 
the diffe rence in orientation between the Mi nnesota Pro ject and other 
projects previously described. They reported: 
The proqram emphasizes inqu iry as a teaching strategy, but 
a I so uses other strateq i es. Inquiry is defined as a strateqy 
requiring students to set up and test hypotheses and often is 
accomplished as teacher-led discuss ion. It is used to promote 
interest and to teach concepts, qeneral izations, and inquiry 
ski I Is . The Center staff real isitical ly r ecoqnized that inquiry 
st rategies may not be efficient or useful for some goals, I ike 
teaching basic terminology or developing ski I Is, and that 
inqui r y and exposition strategies are often mixed, as when an 
expository readinq is used to present informati on useful to 
test a hypothesis .... A variety of approaches is used to 
foster attitudes I ike skepticism of single causation and 
valuinq human diqnity. (Sanders & Tanck, 1970, p . 402) 
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In he r ana I ys is of the soc i a I sciences , West ( n. d ., Background l' ape r 
#3), distinguished between concept s (cateqories or classi fi cat ions), 
qeneral iza ti ons (relationships between concepts) , and theories (expl ana -
tions of relationships between phenomena). According to West , the more 
complex concepts are most impori·ant , but they must be bui It in the early 
years f rom less important one s . Examining the concepts to be presented 
could serve as guides to the organization of the curriculum. 
It has been agreed (Fenton, 1966, 1967a, 1967c; Fenton & Good, 
1965; Fraser, 1967; Sander s & Tanck, 1970) that most of the projects, 
whether si ng le or interdisciplinary in design, are bui It around the 
structu r e, including the empirical problem orientation, of the social 
sc iences. However, Newmann se riously questions whether the social 
science disci pi ines have a legitimate p lace in education. He asks : 
Why shou ld children be taught to ask and answer the k inds of 
question s that interest historians, political sc ient ist s, 
econom ists, psychologists , etc . ? We begi n to sense that 
socia l sc ience training offers no more than vocationa l train-
inq for success in co l lege o r the academic professions . Basing 
one ' s curriculum on social science disciplines i s an unneces-
sar il y restrictive approach to ed ucation in two senses : (a) 
t he type of inquiry engaged in is la r gely descriptive (as 
opposed to presc ri ptive) , (b) it ignores the educational va lu e 
of ' non-di sc i p lined ' experience. (Newmann, 1967 , p. 595) 
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In their book for seconda r y soc ia l studi es teachers, Hunt and Metca lf 
(1955 , p. 3) ur ged teachers to ope n t he cu rri cu lum, rather than restri ct 
it, when they f lat ly stated,"The foremost aim of instruct ion in hiqh 
school socia l stud ies is to help students examine reflectively i ssues 
in c losed areas of Ame ri can cu lture ." Closed a reas a re co ntroversi a l 
areas, and one reason they a re cont r over s ia l i s because they present value 
confli cts . Agreeing with Metcalf, Newmann asked "Why teach soc ia l science 
at al '?" (Newmann, 1967, p. 594) Rep resenting a middle position, 
Be l lack stated: 
To focus exclusive attent ion on one or two aspects of the 
soc ia l wo r ld as seen through the eyes of one or two of the 
socia l sciences, is to g ive s tudents a nyopic vision of man' s 
socia l behavior and institutions . (Be l lack , 1963, p. 103) 
Shave r does not want t o abandon the soc ial science disc i p lines , but he 
does say: 
There i s ... no intr in s ic r eason why soc ia l science co ncepts 
must be t aught as part of the st r uctu re of a disc i pi ine instead 
of be inq t auq ht as they are re levant to unde r standinq spec i f ic 
i ss ues fac i nq the soc iety. (Shaver, 1967, p. 589 ) 
The fundamental issue is whethe r socia l sc ience disciplina ri ans wil I 
cont inu e to determine the st r ucture and content t o which students wi I I be 
exposed, or wh ether pub I ic i ssues , o f conce rn to the student and hi s 
society, wi II determine how he uti I izes the concepts and qere r a l izations 
of various disciplines. A few contem por a r y c urriculum developers take 
the latter pos iti on. On the Barth-Shermis continuum as defined by Bar r, 
that position is defined as social studi es as r e fl ect ive incui r y . 
Social Studies as Reflective Inqui ry (uti I izinq an interd iscipl ina r y 
approach). The fir st project of the USOE-sponso red Project Social Studies 
to deal with controver s ial issues was the Harvard Soc ial Studies Project 
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<0 I i ver & Shaver, I 963, I 966) deve I oped by Dona I d 0 I i ver, James P. 
Shaver, and Fred Newmann. Frase r stated their ob,iect i ves in these te rms: 
The most broadly stated objective is to train s tudents 70 
examine and analyze, through discu ss ion and argument, the 
kinds of disputes that give birth to soc ial conflict. By 
considering a variety of situations throughout history and 
across cultures, by varying the situations in terms of various 
socia l science concepts and theories, and by examining and 
weighing various methods of reaching and just i fying positions, 
students wi I I hopefully gain certain powers of analysis that 
wi I I aid them in discussing value dilemmas on which pub I ic 
controversy thrives. (Fraser, 1965 , p. 425) 
fhe study of publi c cont roversies that i nvolve basic conflicts in 
values requires an intel I igent, thoughtful analysis of the apparent and 
impli ci t issues involved. (Krug, 1967, p. 423) 01 iver has I isted three 
major objectives of the pub I ic controversies curriculum. Fi rst, students 
should be taught to recognize and define areas of human conflict. Second, 
students should be taught to define alternative methods of regulating 
human affa irs t hat are possib le from the point of view of major value 
positions in a society. Th ird, students shou ld be taught t o make 
thoughtful predictions about the consequences of the various alternative 
methods of regulating human affairs. The general objective of social 
stud ies educat ion, according to 01 iver (1966, p . 107) , i s to "introduce 
young people into the fire and controversy that rage within a free 
society . ... " Agreeing with 0 1 iver, Newmann ( 1965, p. 423) stated , 
" ... The best way to approach the resolut ion of social controver sy i s 
th roug h rati onal discussions ." 
About the Harvard Project , Sanders and Tanck said: 
Students are urged to judge their discussions on two levels: 
one in terms of the qual i ty of the discussion. The issues in 
a discussion are "moral or va lu e issues," "issues of defini-
tion," "issues of fact and explanation," " leqal issues," or 
"frame of reference issues. " Many examp les are qiven of dis -
cussions which students a re to classify under one or more 
headings. (Sanders & Tanck, 1970, p. 441) 
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The r e a re approximately fifteen problem booklets (AEP Pub I ic Issues 
Ser ies) whi ch grew out of the Ha r vard Project . They cou ld be incorpo rated 
into almost any secondary schoo l cou r se. The lessons are aimed at 
ave rage ability high schoo l students , and the case study approach, 
descr i b ing rea l and f ictiona l cha ra cter s , has human interest appeal. 
(Sande r s & Tanck, 1970, p. 439) 
One project which i I lus trates not only the elements of con trover sia l 
issues but prov ides a model for conducting rational discussions about 
t hose issu es i s the Analy s i s of Pub I ic Issues Cu rri c ulum (API) (U tah 
State Un iversity). The project was finan ced by a qrant from USOE and 
developed by James P. Shave r a nd A. Guy Larkins ( 1968). The ove rr id ing 
assumption in that design was that soc ia l studies is ''t hat part of the 
genera l ed ucat ion prog r am which is concerned with t he prepa ration of 
citizens for part icipation in a democr atic societ y ." (Shaver, 1967, p. 
589) Once t hat definiti on is accepted, Shaver ( 1969 , p . 5) sai d, 
"Cu rri culum mandates can no longer come d irect ly f r om the scholar attuned 
to hi s own d i sc i p line, but mus t be based o n a cons iderati on of the 
nature of the society whi ch 9eneral educat ion is to serve. " 
As radi cal as that statement might appea r, it should not be assumed 
that soc ial stud ies educators suc h as 0 1 iver , Shaver , Newmann, and 
Larkin s a r e advocating a tota ll y new approach. Rather, they believe , as 
do most cu rri cu lum developers, that students must be trained to become 
rationa l dec is ionmakers, ab le to deal Joq ically and consis t ently with 
cont rover s i a I issues, "the c I osed areas of ou r society ," and this impor tant 
objective wi I I be diffi cult t o reach un less the curri c ulum is "opened 
up" to inc l ude the concepts and construct s of alI of the d isci pi ines . 
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Their emp has is is towa r d eth ical decis ionmakinq and away f rom me re 
expos i t ion and cata loqu inq of i ssues , which often leaves the student 
f ru strated and disi ll us ioned. 
AP I <Shave r & Lar kins, 1973a, 1973bl i s bui It a rou nd the definiti on 
and ana lysis of six majo r cluster s of concepts: (I l Pub! ic Issues as 
Ethi cal Issues, (2) The Need for Orde r, (3) The NaturP. and Impor tance of 
Lan~o age , (4) Ar guments ove r Words, (5) Disagreement s over Facts, and 
( 6 l Disag reement over Va I ues . API crosses , and, i n fact, i nteqrates the 
processes of many social science di sc iplines including soc iology , 
anthropo logy, political sc ience , hi stor y , socia l psychology , and analytic 
eth ics . It is not confined to spec ifi c disci pI i ne processes. Rather, 
processes fo r i ntegrati ng d isc i pi i nes a re deve loped , demonst r ated, and 
applied. The content i5 drawn from vnrioos di sc iplines, th e process 
consistentl y emp loyed is that of defining , analyzing, and com ing to terms 
with pub! ic issues in such a way that the emot ion often enqende red by 
controversial t op ics may be he ld to a minimum so that invest iga ti on wi l I 
more I ikely prod uce acco rd and rational dec is ions . By acco r d is meant 
general ag reement that the issue unde r di scussion is legi timately a oub l ic 
issue and t hat there a re powerful arguments pro and con whi ch must be 
expanded in I iqh t of best ava i I able evidence . 
The foll owing statement of purpose was ta ke n from the introduction 
of the teacher' s manual fo r AP I ma te r ia ls. 
The project to develop the ANALYS IS OF PUBL IC ISSUES <API) 
ma teria ls began from t he assumpt ion t~at in ord e r to select 
app rop ri ate ski I Is of thinking to be tcuqht one must specif y 
what it is that students ar e to t h ink about. The API mater ials 
a re based on the pr emise that the central focus of teach ing 
for thinking in the soc ial studies shou ld be t he ana lys is of 
pub ! ic issues. 
Few of the models of critical or reflective thinking avai I able 
to teachers have been focused on public issues. Reviewers 
have found that the schemes of critical thinking (if any) 
presented in methods textbooks for socia l stud i es teachers or 
that underlie chapters on "probl em solvinq" in social studies 
textbooks focus almost exclus ively on propaganda analysis and/o r 
simp le notions of sc ientific method. 
The API mater ial s are focused on public issues and are based 
on the assumption that pub I ic is sues a r e basically ethical 
issues-- that is, they involve questions about right or proper 
a ims and actions. Propaganda analysis warns us to watch for 
the emot ional impact of words and to examine carefully some 
types of assumptions that make persuasive messages powerful. 
Scientif ic method is important in establ ishinq factual claims--
for examp le, when we want to determine what the present state 
of affairs is and what led to it, or when we have decided 
what ends are desirable and want to know what conseauences 
might follow different cou r ses of action. But neither propa-
ganda analysis or scientific method can tel I us wha·r ends we 
ought to support with ou r laws and actions. This depends on 
the values we hold, and on choosing between conflicting values--
such as equality and property rights in the case of much racial 
cont r oversy . The API materials make value clarification and 
analys is a cent r 61 part of the cu rri culum . (Shaver & Larkins, 
1973b) 
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The wor k of the project has been based on some other basic assumptions. 
First, that pub I ic i ssues are eth ica l i ssues, in that they involve ques-
tions about right or proper aims and actions. Secondly , that a lthou~h 
method s of inquiry of the socia l scientist can be helpfu l in ethical 
analysis , they do not provide a sufficient base for teaching critica l 
thinking i n the soc ial studies cu rriculum. 
Throughout the API curriculum students and teachers a re forced 
to dea l with value conflict, and a major task is to resolve those 
personal conflicts which have been discovered or uncovered so that 
decisions can be made. It is muc h mo re defensible educationall y to 
generate va lue confli ct tha n to ignore it. There is a c lea r relation-
s hip between disci pi i ned knowledge on the one hand and the tasks of 
teaching and lea r n i ng on the other, and the inter re lat ions between the 
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fields of knowledqe with the cu rri cu lum as a whole. Tho desiqners of the 
API s aw the rel at ionships , and const ru cted material s and rati ona les so 
thdt the re lationships are no l only obvious , bul mu s t not be lrea lcd 
separd toly. 
Summa r y 
The re has been a great deal of activity in the area ~f social 
stud ies curr i cu I um deve I opment over the past I 5 years. Fo I I ow i nq the 
pub I ication of Bruner's The Process of Education in 196:, the soci a l 
scientists involved in cu rri culum development em pha s ized teachinq students 
the processes of the soc ial science disciplines rather than merely the 
products of social scientists' research. This movement was claimed by 
many (Fenton, 1967 ; Fraser , 1969; Joyce , 1972; Kruq, Poster, & Gi II ies, 
1970; Massia las & Cox, 1966 1 as a m~jor breakthrough in socia l studies 
education fo r two importa nt reasons: (I I The students would no lonqer 
be pass ive listener s , but, in stead would be act ive learners, and (2) 
students would now be dealing with "legitimate" content. 
The hope was , that if s tud en ts could learn how the historian, 
soc iologist, anthropo logist, and other disciplinarians went about 
gathering,analyzing, t est ing and applying their data, they would be 
better equipped to solve problems that arise in a rapidly changing 
society, and not be saddled with learninq pr eviously found information 
which might be irrelevant to present o r future situations. 
Most of the projects developed over the past 15 years have been 
designed a round the structure of a sing le social science discipline. 
A stated or imp I ied goal is to train students to become competent research-
ers and data analyzers. However, most of the pro.i ect directo r s themselv es 
have been social science scho lars who wished t o enhance the position 
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of thei r pa rti cu lar disci pi ines in the elementary and secondary schools . 
And although materi a ls have often been presented in such a way that 
t he students must "discover" how to app I y the concepts of the disci pI i nes, 
t he concept s are pr imarily descri ptive rather t han presc ript ive in nature. 
A few cu rri cu lum leade r s v iewed social studies educa ti on as the 
veh icle for analyzing controver sial iss ues and t r a ining students to 
become effective decisionmakers as fully pa r t ic ipa t i ng c iti zens in a 
democ r atic society. To these leade r s , the st ructure of t he d isc ip l ines 
wa s impor tant, bu t they a lso believed that social sc ientis t s , with the ir 
highl y developed techniques for ve r ifying knowledge , take t oo parochial 
a v iew of the problem format ion and so lution. 
Shaver identified the thrust o f most of the New Socia l Studies 
projects when ne ob se rved: 
Desp ite th e use of th e t e rm " t he new social studies" I ittl e 
is I i kely to come from these projects that wil I be helpful 
to a teacher wishing to depa r t from the present hi story-soc ia l 
sc ience dominated cur r iculum. Not only are the projects 
soc ial sci ence based, but the academi cia ns di r ec t ing the 
projects are too often "scholacentri c" in th at they genuinely 
love their schools o f thought and a r e centered on them. They 
find it diffi cu lt to adm it t he importance of ot her fields of 
s tudy, the necess ity of justifyina study o f the ir ow n fi eld , 
or the possibi I ity of alternat ive o rderinq s of concepts from 
their own disc i pi ines. (Shave r, 1967, p. 590) 
Because of the amount of activ ity in the field qenerated by 
Proj ect Social Studies and t he numerous summer institutes held ac ross 
the nation over the past eiqht yea rs, it must be ass umed that t eachers 
and curriculum coordinators hea r much about "the New Social Studies. " 
Depending upon sources they have read, or material s they have worked 
with, teachers be li eve the New Social St udies to be hiqhly st ructu red 
tra ining in a parti cu lar d i sci pi ine; exam ination of political, social, 
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and economic phenomena using a variety of social science concepts ; the 
discussion of social i ssues, employinq modes of inquiry ap prop r iate to 
a particula r disci pi ine, or the analysis of controve rsial i ssues from an 
eth i ca I viewpoint, using data and concepts f rom a I I the d isc i pI i nes. 
How teache r s and cu rri culum develope r s view the coqn itive and 
affective results of the NSS , the perceptions they ho ld about the 
rati onales and str ateg ies be ing ma r keted , has he lped to c reate and 
mainta in a lack of clear- cut di recti on for them to follow. Schneide r 
r ecog nized t hat teachers often fai I to unde r s tand that their studen ts 
possess frames of r efer ence and percepti ons about what i s qoinq on in 
the c las s room which d i ffer greatly from thei r ow n. She wa rned : 
Un I ess the r eI evance of wha t s i·udents a r e expected to I ea r n 
is made expli c itly clea r to them ... any lea rninq wil I be 
compartmentalized and have littl e transfer value to non -
school expe ri ence. Yet the ferment in social s t udies education 
seems hardly to have res ulted in a r eso l ution of the prob lem . 
(Schn e ider, 1969, p. 271 ) 
This sect ion of the rev iew has attem pted to survey the differe nt 
ap proac hes to the deve lopment a nd implementati on of a soc ial stud ies 
cu rri culum , and to show that there is a wide range of atti tudes and 
be li e f s about what the soc ial stud ies i s, among teacher s and cu rri cu lum 
deve lopers a l ike. 
Dogmati sm 
In this section, t he const ruct of c losedmindednes s is discussed . 
Studi es r e levant t o factor s which might enha nce and inhibit t he abi I ity 
of t eacher s to c hange attitudes and methods are reviewed, alI po inting 
to the poss ibi I ity that one 's degree of dogmatism may be rel ated t o his 
lack of under sta ndi ng and acceptance of the New Socia l Studi es r ationales . 
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The ques ti on of concer n is whethe r the c losedminded per son is less I ikelv 
t o accept and und e r s t a nd the rat ionales and s trateqi es of the NSS t han i s 
his more openmind ed co l leaque . 
Frymier came ve r y close to ident if yinq the problem dealt with in th is 
stud y. He wonde red not wh ethe r teachers ~ chanqe , but whether they 
ca n cha nge . Frymier contended that change is psycholoq ical ly impossible 
in some teacher s ' minds: 
New concepts, techniques, and media are only useful to those 
who a r e psychologically capab le of perceiving the proposed 
education a I changes . I f the t eacher s are defensive , c I osed, 
inadequate, and fea r ful , they wi I I not be ab le to qet the 
new idea "ins ide" their central nervous systems to qive it new 
mean ing for them. Unl ess they can do t hi s , the innovation 
can only be uti I i zed mechanically and unthinkingly, or not 
at all. (Frymier, 1969, p . 4l 
The c losedminded teac her might be unable to accept and unde r st and the 
NSS r ationales because they cal I fo r the reject ion o f sa f e ol d t ruth s , 
the examination of id eas, and th e use of truth-testinq soncept s--includinq 
probabi I ity and tentativity. 
The Authoritar ian Per sonality 
Before and si nce the pub I icat ion of The Authoritarian Personal itv 
(Adorno, Frankel-Bruns wic k, Lev in son, & Sanford, 1950), many studi es have 
attempted to describe the persona li ty s truct ur e and dynamics of indiv iduals 
who have been c harac t e rized as "doqmatic," "ri qid ," or "authori ta rian. 11 
The authoritarian perso nality (Adorno, et al ., 1950, pp. 248-250) wa s 
descri bed as adhe ring ri g id ly to conventiona l middle-c lass va l ues; as 
havinq a subm issive, uncri tical attitude toward idealized moral a uthori-
ties of the inqroup; as tending to be on the out look for, and t o condemn , 
re ject, and punish people who v iolate convent ional va lues ; as beinq 
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opposed to the s ubjective, the imaginative, a nd the t enderminded; as 
bel ievinq in my sti cal de t e rmina nt s of the indi v idu a l ' s fat e ; as hav ing 
the di s pos i ti on to think in riqid cat egories ; as IJ e in<l pr eoccupied wi ·t h 
t he dominance- s ubmis s ion, s trong-weak, leader - fo l lowe r di me nsion ; as 
having generalized hos ti I ity; and as beinq disposed to be li eve that wi ld 
and dangerous things qo on in the wor ld. 
Ch ri st i e and Cook (1958, pp. 171 -1 99) camp i led a quide to research 
using the authoritar ia n persona l ity const r uct through 1956. Discounting 
di ssertat ions and theses, some 230 a rti c le s had been gene rated in le ss 
than six yea r s. Christ ie and Cook conc luded ( 1958 , p. 171) t hat "few 
r ecent works i n the soc ial sc iences have had an impact upon profess ional 
and lay audiences comparable to that of The Authoritarian Personality . " 
The research of Adorno and his associates began in 1943 as a study 
of anti - Semitism . Levinson and Sanford , involved in that research, 
devised an anti-Semitism sca le in 1944 , and they discovered that those 
who scored h ig h (anti- semiti c ) on that scale tended t o score h iqh on 
sca les measuring attitudes toward other minority qroups . As a result o f 
that discovery, Adorno and his col leagues constructed t he F Scale (Fa sc is t 
Sca le) , designed to mea s ur e underl y ing persona l ity predispositions t owa r d 
a f ascis ti c outl ook on I ife. It was to be used as an indirect measure 
of prejudice without mention ing the names of any specific minority 
groups . (Rokeach, 1960 , p. 12) 
Titus and Ho i land e r (1957 , pp. 47-64) reported that the F Sca le had 
been used in studies of pr ejud ice , leadership, ri gidity , adjustment, and 
group behavior, amonq other s. From their su r vey o f 64 s tudi es ( 1957, 
p. 61), they found that the F Sca le corre lated with Intel I iqence , 
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xenophobia, family ideo logy , anxiety, and many other va r iab les . lnte l-
1 i gence and educat i ona I I eve I r e I a t ed negative I y to the sea I e, i nd i cat i nq 
that a general in te llige nce factor might account for many of t he correla-
tions 'lith other var iables. <T itu s & Ho l lander , 1957, p. 62) 
In addition to the F Scale and authoritarianism su rvey s of Titus and 
Hoi lander and Ch risti e and Cook , Shaver and Richards (1968) and Lo'l and 
Shaver· (1971) discussed authoritariani sm studies after 1956. Rokeach 
(1960) provided an extens ive di scussion of the development of the F Scale 
and o f related researc h of Adorno and h is co l leaques . 
Development o f the Dogmatism Scale 
Although the F Sca le had been 'lidely used in r esear c h as a descri p-
tion of gene r al authoritarianism, Rokeach (1 954, 1960) alonq 'lith oth ers 
(Fruchter, Rokeach, & Novak, 1958 ; Ro keach & Fruchter, 1956; Sh i I, 1954) 
beli eved that the scale 'la s a measure o f authoritarianism and intolerance 
o f th e pol iti cal ri ght. Rokeach deve loped the Dogmatism Scale (0 Sca le) 
'lhich he claimed is a measu r e not on ly of general aut horita ri anism and 
gene r al intole r ance , but also of the "open-closedness of cognitive 
systems ." (Zagona & Zurcher, 1964, p. 256) 
Ba rker ( 1963) in h is study o f authoritari ani sm of t he po lit ical 
right, center, and lef t, found that the F Scale measu red r ightist 
autho r itariani sm pr imaril y, genera l authoritarianism somewhat, and le ft 
authorita r ian ism not at a l l. (Ba r ke r , 1963 , p. 74) 
Rokeach's not ion that dogmatism cou ld be a factor in the personalities 
of peop le on both the right and left ext remes of the pol it ica l spectr um 
(F r uchter, Rokeach, & Novak, 1958; Ro keach & Fruchter , 1956) was tested 
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by Plant (1 960 , p. 164). Plant administered the F Sca le , th e D Scale, 
and theE Sca le (ethnocentri sm scale) t o 2350 Ca liforni a co llege freshmen . 
His da t a suppor ted Rokeach' s contenti on that t he D Sca le is a better 
measure of gener al authorita rian i sm of both the left and ri9 ht tha n the 
F Scal e . 
Hanson (1968) al so tested Ro keach' s hypothesis that the D Sca le 
taps 9ener a l authori tariani sm, whereas t he F Sca le taps onl y riqht 
au thorita r ianism. Ha nson adm inistered t he D and F Sca les to 30 1 unive r s ity 
s tudents , a nd found that the r e was no s ignificant d i fference in dogmati sm 
between autho ri tarians (A's) and non-author itarians (N' s ). A' s res ponses 
to certai n problem se t s wer e more highly cor rela ted with dogmatism t ha n 
were N' s , rega rdless of the response (catego ri ca l or qual ified). Hanson ' s 
data supported Rokeach ' s hypothes is that i·he D Sca le tap s general 
authoritariani sm, but tend ed to nega t e t he su9gestion that A's and N' s 
are equa ll y dogmatic, as did Ba rker, who found N's t ended to c luster 
around the po li tica l left and center, whi le A' s we re grouped more to the 
political ri ght. 
Dogmati sm def ined 
In defining dogmati sm, Ro keac h ( 1954, p. 195) hypothesized that man ' s 
intell ectua l sys tem is orga nized into two pa rt s ; a belief sys tem made up 
of belief s he accepts and a disbe li e f syst em made up of belief s he rejects . 
The belief sy stem is defined to include a lI bel ief s , sets, hypotheses , or 
expect ations that a person at a g iven t ime accepts as t ru e of the world 
in whi ch he I ives . The disbelief system i s made up of a series of sub-
sys tems which contain a lI the be liefs, sets , and expectancies that a 
person at a g iven time rejects as fal se . (Rokeach, 1960, p. 33) The 
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dogmati c l c losedmindodl per son i s one wh o : (I I accontuDtes tho diff e r ences 
between his belief and di sbe li ef systems , (2 ) denies evidence that i s 
contrary to h is belief systems , (31 a l lows contraditi ons to exis t with in 
his own belief systems , and (4) disregards as irreleva nt s imil arities 
between his be I i ef and d i sbe I i ef systems. (Sears, I 967, p. 46 I 
Rokeach defined dogmati sm succinct ly as : 
(a) a relatively c losed cognitive system of belief s and dis -
beliefs about reality , (b) organ ized around a cent ral set of 
beliefs about absolute authority which, in turn, (c) provides 
a framework for patterns of intolerance and qualified tolera nce 
towa rd others. ( Rokeach , I 954 , p. 203 I 
He ass umed a dvnamic relationship between the way a person thinks 
and his persona I i t y structure. "Thus," he sa id ( Rokeach, I 960, pp. 69- 70 I, 
"the mo r e closed the belief-disbelief system, the more we conceive it to 
represent, in its totality, a tightly woven network o1 cog nitive defen se 
mechanisms or ganized together to form a cognit ive system and designed t o 
sh iel d the vulnerable mind." 
Resea r ch employing th e dogmatism sca le 
Rokeach's research has indicated that persons scoring high in 
dogmatism show a lack of integrative or synthes izing th inking, reject 
relevant information in problem solving, remain loyal to a belief system 
longer , and are more authorita rian than subjects who score low on th e 
scale. 
Du ring the past 15 yea r s , countless other stud ies of dogmatism have 
been conducted . In most cases , the investi gato rs studied the extent to 
which dogmatism, or closedmindedness, was r e lated to other va ria b les. 
Vacchiano (1969, pp. 261 - 2731, reviewed the field and I i s ted a number of 
stud ies dealing with personality, inte r per sona l and group behavio r, 
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adjustment, perception, cognitive inconsistency , learninq, teaching, and 
rigid ity, among others. 
The Shaver and Richards (1968) revi ew of doqmatism studies incl uded 
the variables of sex, intel I igence , geographic location, rei igion, teacher 
education, attitudes toward children, thinking, education method s courses , 
and learning. Low and Shaver (1971) reviewed and discussed dogmatism in 
relation to age, sex, rei ig ion, education, college majors, and teacher 
education. Ehrlich and Lee (1969) reviewed the resea rch dealing with 
the effects of dogmatism on belief acquisition and learn ing . 
Most of these reports have I ittle r elevance for this studv. Of 
concer n are those studies which specifically or generally deal with the 
relation of open- or closed-mindedness to teachers' ability +o accept 
cu rr i cu I a which emphasize soc i a I science methodo I oqy, i nqu i t·y , ar,d the 
analysis of public is s ues. 
In his 1960 study which related dogma t ism to critical thinki nq 
ski I Is, Kemp found that low dogmatics (LD) scored hiqhe r on the Watson-
Glasser Cr i t ical Thinking Appraisal than high dogmati cs (HO). HD's 
had the greatest percentage of errors in those problems which required the 
study of severa l factors or cr i teria for decisions. HD ' s a lso had more 
d i fficulty in tole rating ambiguit ies and were thus impel led toward closure 
before ful I consideration of a l I facets of the problem . (Kemp, 1960, p. 388) 
Kemp' s f indi ngs im p ly t hat HD t eacher s wou ld be less ab le to tole rate and 
t o cope with socia l studies mate r ials that ca l I for inqu iry, offer con-
flicting interpretations , and do not spe l I out the " right " answers o r 
conc lusions. By extens ion, it mi ght be t hat the HD teacher would find 
i t d ifficu lt to accept or even to unde r stand cur r icula t hat make more 
46 
than one alternative possib le or acceptable, to either th e teacher or h is 
s tudents . 
Al ong the same I ines, Sea r s (1967 , p. 47) conc luded that c losedm inded 
t eache r s would be I ike ly t o have mo r e diffi culty in c hanging their belief s 
about educational processes t ha n would their more ope nmind ed co l leagues . 
Ke rel ejza ' s (1968, p. 3561) find i ngs supported Sears' conc l usion. She 
invest igated the rel at ionsh ip of open and c losedmindedness to factors 
teachers identif ied and rega r ded as ba rri ers to cu rr icu lum chanqe. Amonq 
barriers teache rs identified were: sc hool plant and eqc•ipment, school 
per sonne l, pa rents , child r en, time, and schoo l pol icy . Other bar ri ers 
were the attitudes, the beliefs, and th e feel inqs of teachers th emselves . 
Ke rel ejz a found that teachers who were closedminded identifi ed a 
s ignificantly greater number of total ba rri e r s to c urriculum c hange than 
did openminded teachers. The impli cation is tha t the deq r ee o f dogmat ism 
in teachers may be r e lated t o their acceptance and unde rsta nd ing of the 
NSS. That is, the c losedminaed teacher wil I o ften b lame "outsid e" fo rces , 
e.g., lac k of money fo r materia ls, the school board, larqe c la sses, or a 
hostil e admini st rati on for being unabl e to implement changes he professes 
to accept. 
Shaver and Richa rd s (1968) were a l so concerned with the possible 
relati onshi p between openmindedness and curri cu lum c h,nqe. They asked 
(1968 , p. 32) "Can t eac hers who are basically c losedminded in their 
cons truing of the world educate their students to be otherwi se? " They 
concluded t hat there wa s no research evidence bearing d irectl y on that 
question . This review uncovered no additional information and the quest ion 
remains unanswered. However, Rokeach stated (1968 , p . 68) that "i f the 
47 
c losed or dogmatic mind i s ext remely r es i sta nt to chanqe , it may be so 
not on I y because i t a I I ays anxiety , but a I so because it satisfies the 
need t o know." 
Being ab le to receive, evaluate, and act upon rel evant information 
is essent i a I in prob I em- so I vi ng becau se , acco rding to Dewey ( 1933, p . 
212 ), ref lec t ive thinking (essentiall y problem solving) is the highest 
level o f thought . It invo lves ident if yi ng a problem, gathering data, 
forming hypot heses, and testing them. In a way not too d is s imilar from 
Rokeac h, Dewey defi ned openm ind edness (1 933, p. 2 12) as " f reedom f rom 
preju di ce , partisanship and othe r habits that c lose the mind and make it 
unwi I I ing to conside r new problems and e nter t a in new ideas." 
Eh r lich ( 1961 , p. 148) tested and confirmed Rokeach's hypothesis 
t hat dogmati sm would be inver se ly rela ted to the deg r ee of lea r n i ng in 
a classroom s itua t ion , and that s uc h a r e lat ionship would be independent 
of academic apt itude on the part of the s tudent. Althoug h Ehrlich's 
find ings were not directly related to teachers , it might be imp! ied f rom 
Eh rli ch ' s s tud y t hat c losedminded teache r s would find it difficult to 
provide an open atmosph e re in the c lassroom . The imp ! icat ion is, that 
a HD student who scor ed high on an in t e l I igence test wou ld not necessaril y 
pe rf o rm wei I in an inquiry sett ing and that a LD s tudent who sco r ed low 
on an inte l I igence test mi ght perform above hi s predicted ach ievement 
level in an inquiry setting. 
If th e teacher is HD, it is less I ikel y he wou ld va lue or attemot 
to nu rture the c reat ive abi I i ties of hi s st udents. Fo r exampl e, Mouw 
( 1968 , p. I 134) fou nd in hi s stud y of t he relati on of doqmat ism to coq-
nit ive processes that the mor e comp lex or autonomous the cogn iti ve 
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behavior needed in the performance of tasks, the more ihe performance is 
related negatively to degree of dogmatism. 
Summary 
This section of the review discussed, in general terms, the const ruct s 
of authoritarianism and dogmatism. More specifically, the review 
focu sed on those studies which have investigated the relationship between 
dogmatism and an individual's abi I ity to change or accommodate new 
beliefs. Because many of the New Social Studies Curricu la attempt to 
have teachers move students from the knowledge level th rough analysis 
and synthesis and eventually to evaluation, an openminded teacher would 
be more I ikely to uti I ize the higher cognitive ski I Is. 
That leads to a question central to this study: Is the closed-
minded teacher less I ikely than his openminded col league to understand 
and accept the rationales of the New Social Studies? If teachers mu st 
use or adjust to teaching styles that accommodate an open, inquiry-
centered atmosphere, c ur riculum designers and su pervi sors might wish to 
know the extent to which the degree of dogmatism has an effect upon 
teachers' abi I ity to accept and understand the rationales of the New 
Socia l Studies. 
Educationa l Philosophy 
The teacher s' educational phi losophy, made up in pa r t of the 
assumpt ions he makes about how students lea r n, is I ikely to be a key 
factor in the way he v iews h is class room ro le . The poss i b i l i ty that a 
teacher 's educationa l philosophy is re lated to his acceptance and under -
stand i ng of the rationales of the NSS wi l I be i nvestigated in this study. 
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This section of the review wi I I not attempt to define the various formal 
schoo Is of education a I phi I osop hy. In s tead it w i I I : 
I. Justify a two dimensional definition of educational philosophy--
traditional and progressive. 
2. Discuss those studies which have attempted to establish a 
relationship between educational philosophy and dogmatism. 
3. Discuss thos e studies which have developed scales to measure 
educational philosophy. 
Definitions of educational philosophy 
Henderson (1947, p . 237) offered a simple definition of educational 
philosophy. She said "philosophy of education is concerned with the 
what, the why, and the how of education." That definition is inadequate, 
because it could apply equa lly to educational resea rch or curriculum 
development, for example. Br au ner and Burns (1965, p. 23) were somewhat 
more pr ec ise in their definition. They viewed philosophy of education 
as the "activity of c larifying the terms, thoughts and principles that 
guide education, as well as the problems that inhibit education. It i s a 
process that proposes ends, or goals, of education and suggests means to 
those ends." But their def init ion is also too broad, in tha t most 
curricula are designed to reach goa ls and propose ways to achieve them. 
A statement about the orientation of educational philosophy i s 
offered by Kaufmann ( I 966, p. 45): "A phi I osophy of education is centered 
in a v isi on of what might be made of man and society." Kaufmann's 
statement seems most appropriate for this study because socia l studies 
project developers genera I I y fa i I to in c I ude statements of the phi I o-
sophy which guided the development of their cur ricul a, often leavinq one 
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with the impres s ion that whai they wish to do is r ~i se I he ~uos l io rr of 
what miqht be made of man and society , usinq a socia l sTudies framewo rk. 
Kaufmann believed (1966, p. 45) that the cent ral aues tion of educa-
tiona! philosophy is, "What kinds of men and women should we try to 
develop?" That question, or s imil ar ones, qet to the co r e of socia l 
studies cu rri culum devel opment . Bette lheim (1966, p . 14) argued that 
educator s should ask what kinds of persons we want ou r children to be so 
that they may build a new wo rld, d i ffe rent from the one we I ive in. 
Kaufmann's ques tion has he lped to generate conf l ict among social 
stud ies specialists about what the content of soc ia l stud ies should be 
and how t ha t content should be t r eated . People who attempt to develop 
social studies programs immediately att ract crit ics who d isagree with 
t he ir basic assumpt ions abou t what ough t to be ;ncluded. Those who have 
been following the development of New Soci a l Stu dies cu rricula and are 
aware of the d ialogue which has accompani ed that development at ever y step 
would ag r ee with Pa rker , Edwards , and Steqeman (1965 , p . 349) who sa id 
"It is easily seen that when peop le with different philosoph ies reach 
different conc lusions with respect to education, conflict mu st a ri se ." 
Socia l studies deve lopment has produced the kind of confli ct Parker, 
Edwards, and Stegeman speak about. 
Yet , the NSS, despite the many differences in approach, sha re a 
common unders tanding--that for the ac ti v i ty to be educationally worth -
while for the student, i t s hould be planned, and the desired outcomes 
clearly stated. Not speaking directl y to the NSS , although they could 
be , Hul I fish and Smith made the po int that: 
Teachers conf ront neither bodiless mind s nor mindless bodi es. 
They do face human entities , individuals, each having a "nique 
and distinctive h istor y , and each capable of behaving mind ful ly . 
What happens in the classroom wi I I be a potent factor in 
determining whether his actions remain routine and blind or 
are distinguished by an awareness of what they are about. 
(Hull fish & Smith, 1961, pp. 153-154) 
Many curriculum developers, in attempting to design programs and 
present material s to which individuals may react and question, would 
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agree with Hul I fish and Smith. They would also agree with Dewey that: 
... it is education's business to cultivate deep-seated and 
effective habits of discriminating tested beliefs from mere 
assertions, guesses, and opinions, to develop a I ively, sincere, 
and open-minded preference for conclusions that are properly 
grounded, and to ingrain into the individual's ~;orking habits 
methods of inquiry and reasoning appr-opriate to the various 
problems that present themselves. (Dewey, 1910, pp. 27-28) 
Scriven (1966, p. 50) believed the social sciences are involved 
in a revolution in teaching students how to think about human behavior 
scient i fica l ly. He stated, "The impor tance of the social sciences arises 
from the fact that they provide us with the tools fo r analytical thinking 
about matters of common and technical conce r n." (Scriven, 1966, p. 52) 
Some social studies projects (reviewed earlier) are concerned with 
training students to think about human affairs scientifically, without 
regard to the value questions which could arise, while others attempt 
to get students to deal rationally with the analysis of political-
eth ica l issues which effect the conduct of human affairs. However 
social stud ies curriculum developers propose to train students , the 
processes they select and employ are guided by the particular philosophies 
of education they hoi d. Whethe r the teache r accepts or re.i ects the 
curriculum design is determined , in part, by the philosophy that guides 
him. 
Accor ding to Smith and Cox ( 1969, p. 153), the New Socia l Studies 
seem clearly to dema nd very special teacher characteristics. Most 
52 
importantly, the teac her mu s t have a philosophical commitment to i nnuirv. 
Smith and Cox (1969, p. 1541 have also indicated that unless the soc ial 
studies teacher posses ses an educationa l philosophy which enab les him to 
appreciate and tolerate the alternative points of view imp ! i~it in complex 
societal questions, he wi II be unable to ope rate successfully within the 
framework of the NSS rationales. The teacher must also have the ability 
to design teaching strategies which wil I challenge the students to become 
active inquirers rather than passive consumers of pre-digested fact s , 
idea s , and qenera I i zat ions . In a broad sense, the teacher with that 
abi I ity wou ld tend to possess a progressive educational philosophy. 
Educational philosophy--traditional and progressive. Clark, Klein, 
and Burks (19651, Dewey (1916) , Gowin , Newsome, and Chandler (1961 I, 
and Karl inger (1956, 19581 have identified two diametrically opposed 
dimensions of educationa l philosophy--traditional and prog ressive. 
Kerl inge r makes a finer distinction than the others between the opposi te 
dimensions. He said: 
Educat iona l attitudes can be conceived as hinging on two 
relatively independent unde rl ying factors or ideologies, with 
one of t hem, Prog ressivism , being bipolar. Traditional ism 
is evidently not just the opposite of progressivism in educa-
tion; the "opposite" of progressivism is really anti-progressivism. 
Traditi onal ism seems to have an exis tence of its own . Rather 
than being conceived , as it so often has been, as the negation 
of progressivism, as the othe r end of the same spec ies, it might 
better be conceived as the affirmation of a stand which empha-
sizes a conser vative-traditional approach to educational issues 
and problems. (Kerl inger, 1958b, p . 1301 
Kerl inger is one of the f ew researche rs who has attempted empirica l 
studies of basic educational philosoph ical attitudes. He claimed that 
educators have I ong been vita I I y interested in what seems to be a basic 
dichotomy in educational thinking. (Kerl inqer, 1958a, p. 801 Although 
other terms, such as "democratic-autocratic" and "permissive-restrictive" 
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have been used to characterize the dichotomy, Kerl inqer has decided that 
the terms "progressivism" and "traditional ism" best epitomize the 
d istinction. He reported (1958a, p. 80) , " ... there seems to have been 
I ittle or no r esea r ch on progress ivism ver s us traditi onal ism." 
Fo I I owing two stud ies to test assumptions about education a I va I ues 
and attitudes (one conducted in the midwest in 1954 and the other in 
easte rn states in 1955- 56), Kerl inger was able to repo r t that: 
The basic dichotomy wi I I pervade a l I areas of education, 
but individuals wil I tend to attach differential weights t o 
d if fe ren t areas, spec ifi ca lly to the ar eas of (a) teaching-
subject matter-curriculum, (b) interpersonal relations, (c) 
norma t ive (roughly, soc ia l issues connected with education) , 
and (d) authority-discipline . (Kerl inqer, 1958a , p. 81) 
Kerl inqer' s findings seem to indicate that progressivism and t r adi -
tiona I ism in education are "rea l" ent ities . Thev emerged as r ather 
clea r-cut factors in the stat istical anal yses of both studies (1958a, 
p. 90). Because of a lack of research in the area of educational ph il o-
sophy, Kerl inger's terms--traditional ism and progressivism wil I be 
uti I i zed in th is study in r eferring to an educational ph il osophy dichotomy . 
Those terms a r e roughly equivalent to "restrictive-permissive" and 
"autocrat ic-democ rati c ." 
The rel ationship between educationa l philosophy and dogmatism. This 
r ev iew uncovered onl y one study which attempted to determ i ne whether a 
re lationsh ip exists between dogmatism and educational phi losophy. About 
that relationship Sears said: 
The t r aditionalist would more I ikely be c losedminded as both 
t r adi ti onal ism and closedm indedness a r e cha r acte r ized as being 
autho rity ori ented and opposed to change. Conve r se ly , the 
progressivist wou ld more I ikely be openminded; open t o chanqe 
and rejecting hie r a r chica l relationships. A further deduction 
from this theoret ical framewo r k is that the r e exists a r elation-
ship between these attitudes and teacher cha racter istics which 
indicate a wi I I ingness or unwi I I ingness to participate in 
activities presenting new infor mation on which to base bel iet-
chang ing decis ions. (Sea rs, 1967 , p. 48) 
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Sears' study (1967) had t wo pu r poses : (I) to determine the relat ion-
ship among dogmatism, philosophy , and teacher cha racteristics (such as 
certification rank, time elapsed since last col leqe credft earned, number 
of professional organizations in which membership is held, number of 
professiona l conferences attended durinq the last school year, and number 
of professional pub I ications present ly subscribed to); and (2) to deter-
mine whether or not a relationship existed between teachers' mean scores 
on the philosophy scale he developed and the district's holdinq power. 
Sears tested only one hypothesis useful to this study: Closed-
minded teachers wi I I tend to have a traditional philosophical orienta-
tion and openminded teachers a progressive orientation. He constructed 
a Like rt-type sca le to measure philosophi c ori entation, but did not 
report the ir.strument nor discuss the construction o~ validation proce-
dures. He ut i I i zed the Tro I dah I and Powe I I (I 965) short form of 
Rokeach's (1960) Dogmatism Scale. Sea r s concluded that there was a 
significant r e lationship between dogmatism and educational philosophy. 
That is, "closedminded r espondents tended to be traditionally oriented 
while the openminded tended to be progressively or iented." (Sears, 
1967' p. 51) 
Sears' findings cannot be conside red conc lu sive . It is not known, 
for example, whether the phi losophy scale he const ru c+ed val idly measured 
the traditional-progressive dimension as he claimed. In his discussion, 
Sears did not cite any of the pub I ished philosophy sca les nor did he 
describe his own scale. He simply reported "A Likert-type scale to 
measure philosophical orientation was developed by the author." (Sears, 
1967' p 0 50) 
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Educationa l ph i losophy sca les . A revi ew of resea rc h pub l ica t ions 
and pro fess ional I itera t ure r evealed the absence o f any wide ly used 
ins trument fo r measu r ing t eac he r s ' phi I osoph i e s of educati on. Ke r I i nqe r 
(1956 , 1958) developed scal es t o measu r e edu cat iona l "progress ivi sm" and 
"t rad i t iona li sm. " Us i ng the data a nd many of t he items f r om these studies , 
Ke rl inqer and Kaya (1959) developed a t wenty- item sca le to mea s ur e c ha r ac-
te ri s tics associa t ed wi th each of the two dimensions. 
The Ke r I i nger a nd Kay a L i ke r t - type sea I e consisted of t en "oroq res-
s ive" and ten "traditional" i tems . Al though they r eported a re i ia bil ity 
scor e of . 72 fo r the progressi ve di mension and a .78 f or the t rad iti ona l 
di me ns ion, Ka rl i nge r r eported "This s tudy must sti II be considered 
exp lor ato r y .. .. Mor e wo r k need s t o be do ne wi th diffe r e nt items and 
d iH e ren t s amples and longe r· sca les ." (Kerl inger, 196 1, p . 284 1 
A t wo-phil osoph ies (empi ri ca l-rati ona li st ic ) 0- Sort i nst r ument ca l led 
the GNC (Gowin, Newsome, & Chandle r, 196 1) , was deve loped , based on t he 
wo r k of Ke rl inge r (1956 , 1958 ) and Ke rl inge r and Ka ya <:959). The GNC 
cons is t ed of 100 items , deve loped with t he he l p of schola r s of ph il osophy. 
The author s i nvestigated relationships bet ween log ical consistency a nd 
othe r va ri ab les , e.g ., educat iona l bac kground , length of ser v ice, t ype 
of deg ree , or teac hing c r edent ia l he ld. They r epor ted , "The GNC Sca le 
needs f urthe r deve lopment and va lidati on. At present i t seems most 
ef f ect ive in d iscri minating bet ween those with I itt le or no background in 
adva nced fo rma l s t udy of ed ucati on ( less than a Master' s deg r ee in 
educati on ) . .. a nd t hose who have underta ke n such st udy (Mas t e r' s deg r ee 
and PhD) ." (Gowin , Newsome , & Cha nd ler, 1962 , p . 455) 
Rya ns (1 96 1) t ook a diffe ren t app roach and deve loped a n inst r ument 
wh ich meas ured conservati ve and I i beral educat iona l v iewpo in ts. The 
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conse r vut i ve dimens ion wns del i ned as content-ce n1 cr ed dnd the I i bcra I 
dimension was defined a s ch ild-cente red. Rya ns r eported that scor es 
on the twen t y-item for ced - c hoice inst rume nt reveal ed differences between 
teacher s re la t ed to grade level and subject matte r t aught, yea r s of 
experience, and age. Although the Ryans inst rument is more a test of 
a psycholog ica l at titude toward students than a measure of educationa l 
ph il osophy, it is repor ted here because items f rom his i nst rument we re 
used to construct t he in s trument used in thi s study. 
Perha ps the most comprehens ive instrument to date , wh ich comb ines 
items f rom t he Ker l i nger, GNC , and Ryans inst ruments i s t he "Short Test 
of One's Ed uca ti onal Phi losophy." (Cu rran & Go r don, 1966) Curran ' s Short 
Test is purpo rted t o measu re the onto logi ca l, ep istemolog ical, and 
ax io log ica l dimensions of the teacher' s phi losop hy o f education as a basis 
for c lass if ying i t as t raditional or prog ress ive. 
Curran and his assoc iates reported that 40 of the 100 GNC items, 
afte r an item analysis, yie lded s ignif icant di sc rimi nato ry power to 
measure the deg r ee a nd cons istency to whi ch a per son ' s concep t ion of 
ed ucat ion is traditi ona l or progressive. These 40 items were combined 
with items f rom the Ryans and Ke rl inger sca les wh ich we r e beli eved to be 
"philosoph ic ." Additionally , a Co ll ege of Education facu lty comm ittee 
from the Univers ity of Florida developed a I ist of concepts whi c h it 
be li eved to be important for graduates of the col lege to unde r stand . 
From this I i s t, a set of e p i stemo I og i ca I i tems was co ns tructed a nd added 
t o the scale. The resulting 50 item scale was administe r ed to over 
350 graduate and undergr aduate stud ents in th r ee groups and du r inq two 
different administration periods. 
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As a result of the final item analysis, 24 items selected as most 
usable in a short test which would measure a subject ' s rredisposition 
to express a philosophy o f education that cou ld be termed progressive. 
Twelve items came from the GNC , six from Kerl inqer's studies , four from 
the Unive rsity of Florida faculty, and two from Ryan's work. Curran 
reported "despite the paucity of subjects possessinq a traditional 
philosophy of education, the items were able to yield satisfacto ry 
discriminatory power." (Curran, 1966, p. 392) However, he failed to 
report the criteria by which he made his judqment. 
"A Short Test of One's Educational Philosophy" was selected for 
use in this study because it combines the most val id items from other 
scales which had been produced and tested previously. 
Chapter Summar y 
This review has focused upon t hree d istinct ar eas; soc ial studies , 
dogmati sm , and educational philosophy. The major objective in Section 
I, Social Studi es , was to show that there is no un iv e r sa ll y accepted 
definition of socia l stud ies . Much of the current I iteratu re is devoted 
to untangling the va ri ous threads which qo to make up wo r kable definitions 
to come up with a mo re acceptab le definition. So far t~e efforts have 
been unsuccessful, in that teache rs and curr icu lum developers are sti I I 
d ivided over such definitions as the social studies a r e the social sciences 
simp I ifi ed and adapted fo r pedaqoq i cal pu r poses and t he foremost aim of 
instruct ion in hiqh school soc ial studies i s t o help s t udents examine 
reflectivel y issues in c losed areas of American culture. 
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There are several publi s hed cur ri cula def ined by their developers 
as "New Social Studies ." Most of these pro.iects are designed to teach 
students the structure of a particular discipline, and some of them 
uti I iz e inquiry strategies to illustrate selected problems within the 
disci pi ines around which the curricula are built . It is not known 
whether a significant number of social studies teachers see the task of 
the socia l studies as having students come to grips with controversial 
issues , examine underlying values, and make ethical decisions based upon 
rational inquiry. Yet, the review cited several curriculum leade r s who 
define social studies in those terms. 
The controversy seems to I ie here. Presently, the New Social 
Studies a r e a loosely related co l lection of disci pi ines. Yet there a r e 
those who insist that the New Soc.ia l Stud ies must become interd i sc i plinary 
--uti I izing the st r ucture and content of many disci pi ines to help students 
learn to appreciate the manner in which scholars in the variou s fields 
operate. The definitional problem is important to this study in that 
the review indicates the socia l studies have not been c learly defined. 
The review also suggests that the new prog rams were designed to be imple-
mented by openminded teachers, yet the r e is no evidence that teachers 
are, in general, more openminded than are persons in other fields. 
Section I I , Dogmatism, in addition to cit i ng studies which related 
dogmatism and abi I ity to accept t he new teaching st r ategies, examined the 
relationship between dogmatism and critical t hinking . It has been 
speculated that the New Socia l Studies projects have had I im ited impact 
ac ross the count r y . An objective of this study is to identify factors 
which might be related to bel iefs and attitudes that could inhibit mo r e 
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widespread acceptance of new programs. Teac her dogmati sm wa s hypothesized 
to bear such a relation sh ip. 
The review has shown that doqmat ic people are : 
I. Less wi I I ing to examine new o r co nfl ict ing data; 
2. Move more quickly towa rd resolu tion of a problem, even if in so 
doinq, information must be avoided o r iqnored. 
3. Have difficulty in tolerating am b iq uitv. 
4 . Perfo rm less e ff ective ly in open , inquiry settings . 
A relatively open mind is needed to employ the hiqher coqnitive 
ski li s of synthesis and evaluation because disc r epant data and confl ict in<:J 
ideas are dealt with at these levels. The teacher who is c losedminded 
might understand the educational value of inquiry, but unless he himself 
san provide en inquiry model for his students, success in the classroom 
may be I imited. 
From Kemp's research it was conc lud ed that low doqmatics were more 
successful than high dogmatics in solving problems whi ch contained 
severa l decision criteri a . Because most of the cu rri cu la termed "New 
Social Stud ies " present con fl ictina data and no "ri ght" answers , hiqh 
dogmatics mi ght be unable to teach va riou s modes of inquiry because t hev 
themselves have difficul ty unde r standinq and acceptinq those strategies . 
Section I I I, Educational Philosophy, defined two dimensions of educa-
tional philosophy--traditi onal and progressive, discussed the one study 
which has attempted to investi<:]ate the relati onsh i p between educational 
philosophy and dogmatism, and discussed studies which have developed 
instruments to measure educational philosophy. An attempt was made to 
show that how a teacher views his students, his role, ilnd expected 
classroom behaviors makes up an important part of his educational 
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phi Josophy, whi ch in turn , may be related to hi s deqree of open or 
closedm i ndedness. (Dewey , 19 10; Hullfi sh & Smith, 1961; Sm i th & Cox , 
1968) 
The manner in which the teacher operates within his class room 
appears to be close ly r elated to his educational philosophy, and plays a 
large part in determininq whether the class room wi I I be open , inqu iry-
oriented --a l lowinq for the examinat ion of value positions--or whether it 
wi I I be c losed--with the teacher se lecting the content to be imparted and 
expecting "right" answer s to questions he asks. In broad te rm s , the 
progressive (not anti -prog r ess ive o r traditiona l) educational philosophy 
is bes t suited to the open , inquiry-ori ented classroom . 
Although sever al phi losoph ies are o fte n discussed in philosophy 
textbooks \ i. e ., ideal i sm , r ea l ism , neo-Thoml sm, experimental ism, 
ex istential ism), the studies examin ed in this r ev iew identified t wo qeneral 
phil osop hi es : traditional and proq ressi ve . Su r prisinqly few empirical 
s tudies of t he factors wh ich make up educational phil osop hi es have been 
conducted. Some researcher s , notably Ke r l inger, Kaya , Ryans , Gowin , 
Newsome , Chand ler , Curran , and Go rdon , have identified teacher character-
istics common t o e ithe r traditional or pr oq r essive phi losophies . 
Th is review examined the a reas of soc ia l studies education , doqmatism , 
and educational phil osophy , in an attempt to determ in e whether these 
factor s , s ing ly o r in combination, may be rel ated to Jack of understandina 
and accep tance of inquiry- ori en t ed soc ia l s tudies programs . 
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CHAPTER I I I 
PURPOSE AND PROCEDURES 
Purpose of the Study 
The primary purpose of t h is study was to determine whether teachers ' 
dogmatism and educational philosophy are r e lated to thei r acceptance and 
unde r standing of the New Social Studies. A secondary purpose was an 
examination of possib le r easons that the NSS projects have not had the 
expected impact upon social studies teachinq across the nation durinq the 
past decade. 
Much optimism for chanqe in the basic soc ial studies curriculum has 
been expressed by social studies curriculum leaders. Under qrants from 
the United States Office of Educat ion, Pro,i ect Socia I Stud ies was I aunched 
in the I ate I 950' s. It was not unt i I 1966, however, t hat USOE beqan 
funding summer institutes for social studies teachers. Summer institutes 
were co ndu cted under the auspices of the National Defense Education Act 
(NDEA), National Science Foundation (NSF), and late r the Educational 
Professions Development Act (EPDA). An objective of many of the insti-
tutes was to help retrain in-service teachers to revise their own cou rses 
of study in order that they could teach their st udents the structure, 
rather than just the content, of a particular disci pi ine. Teachers who 
participated in summer institutes were shown, in a variety of ways--throuqh 
demonstrations of materials using students in actual classroom settings, 
micro-teaching, in-class analyses of materials, discussions of methodology, 
and explanations of the methods teachers should employ to achieve 
maximum learning results. 
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Despite the curriculum development and traininq efforts, by 1968 
concern was being expressed from many quarters that, in general , social 
studies cu rri cula were re lative ly unchanged. Ce rtainly , new materi a l s 
were on t he market and in the sc hool s, but it was c la imed that s tudents 
and teachers were, in most cases, behaving as they had been for decades. 
Inquiry processes were discussed and demonstrated at in - service sessions 
at reg ional, state , and national social studies con ferences, but the 
transf e r of these processes into the classroom appea r ed to be (and isl 
rather isolated after six years of such activity. That is, teac hers a re 
tel I ing and students are I istening. 
It has been hypothes i zed by some that the lack of c hange in 
strategies and rational es has to do with the nature of the teacher. 
Others a r~ue , perhaps with j ustification, that teacher training has not 
kept pace with the demand s of the New Social Studies . Othe r s may wish to 
exp lore the latter avenue . This study, however, focused upon two teacher 
cha racteristics which mi ght account for failur e to understand and accept 
the New Soc ial Studies r ationa les and strategies: the deg r ee to which the 
teacher is open or closedminded, and the teacher's basic educational 
philosophy . 
Othe r variables, such as sex , total numbe r of years of teaching 
experience, undergraduate major, graduate degrees, application to and/or 
attendance at s ummer institutes in the social studies, and mem bersh ip in 
professional organizations were also examined and correlated with the 
major va ri ables. The pu rpose was to determine whether any one or a 
combination of va r iables could help to explain the failure of social 
studies teachers to accept and unde r stand the New Social Studies . 
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Objectives 
Specifically, the study was desi9ned to determine whether open -
closedm indedness and progressivism- traditional ism in educat ional phi Ia-
sophy are related to soc ial studies teachers ' acceptance and understandinq 
of the principles and rationales of the NSS. 
More specifically the study was set up to : 
I. Determine the deg ree to which teachers' dogmatism is r e lated 
to their acceptance of the New Social Studies. 
2. Determine the degree to which teachers' dogmatism is r elated 
to their under standinq of the New Socia l Studies . 
3 . Determine the degree to which teache rs' philosophies are 
related to their acceptance of the New Social Stud ies. 
4. Dete rmi ne the de9ree to which teachers ' phi losophies a r e 
related to their understa ndinq of the New Soc ia l Studies. 
As a guide to foc us the study on the major objectives , the fol lowinq 
hypotheses were tested : 
I. Ther e wil I be no r elationsh ip between the scores on the 
Acceptance Scale and the Unde r standing Scale of the Test of 
Acceptance and Understandinq of the New Social Studie s. 
2. There wi I I be no relationship between scor es on the Acceptance 
Sca le and scores on the Dogmatism Sca le CD Sca le). 
3. There wil I be no r ela ti onship between sco res on the Unders tandinq 
Scale and scores on the D Sca le. 
4. There wi I I be no relationship between scores on the Acceptance 
Scale and scores on the Educational Philosophy Scale . 
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5. There wi I I be no re lationship between scores on the Understandinq 
Scale and sco res on the Educational Philosophy Sca le. 
6. There wil I be no s ignificant interact ion between hiqh, medium, 
and low cateqorizations on the C Scale and D Scales in affectinq 
scores on the Acceptance Scale. 
7. There wi I I be no sign ificant interaction between high, medium, 
and low categorizations on the C Scale and D Sca le in affecting 
scores on the Understanding Scale. 
Procedu res 
Population and sample. The setting for this study was a ma j or urban 
a r ea of the United States--th r ee counties of the Greater San Francisco 
Bay Area. The San Francisco Bay Area is urban-suburban in composition , 
and in each county inc lud ed in the study , there are various types of 
comp rehensive secondary schools: size (over 1800), (1500-1800), (1201-
1500), (801-1200), (under 800); architecturally modern to traditi ona l; 
experimental (flexible schedu ling, modular scheduling, "clusters," and 
"hardware") to traditional; r acia lly homoqeneous and heterogeneous; 
ser v ing higher and lowe r soc io-economic a r eas; mobile and stable student 
bodies and staffs. Some oral I of these factors miqht be r elated to 
teacher attitudes about and know ledge of the New Social Studies, and to 
educational philosophy. 
The three counties from wh ic h the sample were drawn were San Mateo, 
Santa Clara, and Cont r a Costa. There were ninety-one pub I ic, comprehensive 
h igh schoo ls from which to draw, I isted by cou nty and enrollmen t, as 
reported for the schoo I year I 970-1971 in the Ca I i fern i a Schoo I Directory, 
Secondary Edition, 45th Edition, November 1970-7/. 
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From the complete I ist, a random sample consisting of thirty-three 
schools, or one-third of the population of schools, was selected by Dr. 
Dan Jones, Professor of Political Science and pub I ic opinion analyst at 
Utah State University. The sample was stratified by county and by size 
of enrollment (under 800, 801 -1 200, 1201-1500, 1501-1800, over 1800). 
From 23 schools in Contra Costa County , eiqht were selected. From 25 
schoo ls in San Mateo County, nine were selected. From 43 schools in 
Santa Clara County, 16 were selected. In additi on , three alternate 
schools were designated. 
Samp le characteristics. The sample of teachers included 222 respondents 
from the randomly selected schools. There were 163 (73.4 percent) males 
and 59 (26.6 percent) females. Contra Costa County had 49 (22.1 percent) 
;espor,dents; San Mateo had 68 ( 30.6 percent l and Santa C I ara County had 
105 (47.3 percent). 
Only 12 respondent s (5.4 percent) tauqht in schools with fewer than 
1200 students. From schools with 1200 to 1800 students , there were 133 
(59.9 percent) teachers and 77 teachers (34.7 per cent) tauqht in sc hools 
with more than 1800 students. 
There were 25 teachers (I I .3 percent) between the ages of 21-25; 59 
(25.5 percent) between the ages 26-35; 88 (39.6 per cent) between the 
ages 36-45; 41 ( I 9. 5 percent l between the ages 46-55; and nine ( 4. I 
percent) of the teachers in the sample were over 55 yea rs of age. 
Included in the samp le were 44 ( 19.8 percent) with 1-3 years of 
experience; 39 (17.6 percent) with 4-6 years of experience; 89 (40.1 
percent) with 7-15 years of experience; and 50 (22.5 percent) with more 
than 15 years teachinq experience. 
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The dependent va riabl es analyzed in thi s study were the r esponses 
of seconda ry school social stud ies teacher s from school s drawn at random 
to the Acceptance , Unde r standing , D, and C Scales . These Scales 
measure, respective ly, teache r acce ptance and unde r stand"ing of the New 
Socia l Studies rationales, the ir deq r ee o f dogmatism (0 Scale), and 
the ir educational philosophies (C Sca le ). 
It was first determined that the re was a great deal of homogeneity 
among teacher s from different count ies , districts, and schoo ls. There 
were no sign i ficant d if fe rences among the mea n scor es on the four depen-
dent va riables for county, d ist ri ct, or sc hoo l as Tables I th rough 12 
s how. 
Tab les I through 4 report analyses of va ri ance on sco r es on the 
four dependent va riabl es grouped by county . The F rati os of .84, . 72 , 
2 . 59 , and .02 a l I have probab ili ties greater than .05. 
Table I 
Analys is of Va ri ance of Accep t ance Scor es (SA Scale) 
for Three Count ies in the Sa n Franc isco Bay Ar ea 
County N Mean S .D. 
Contra Costa 49 84.8 8 . 9 
San Mateo 68 86 . 0 8 . 9 
Santa Clara 105 86 . 8 8 . 9 
*The c riti cal va lu es necessa r y for signifi ca nce at the 
leve ls a r e: 3.04/4 . 7 1 with 2/200 d . f. 
F* 
.84 
.05/.0 1 
Table 2 
Ana lysis of Va ri ance o f Under st and i nq Scor es (SU Scale) 
fo r Th r ee Counties in the San Francisco Bay Area 
County N Mean S. D. 
Cont r a Costa 49 II. 6 2.5 
San Mateo 68 II .0 2.5 
Sant a Clara 105 11. 1 2.5 
*The critical values necessa r y for s ignificance at the .05/.01 
levels a re: 3.04/4.71 with 2/200 d.f. 
Tab le 3 
Ana lys is of Var iance of Dogmatism Sco res (D Sca le) 
fo r Three Counties in the San Fr ancisco Bay Ar ea 
County N Mean S.D. 
Contra Costa 49 53.0 12.7 
Sa n Mateo 68 55 . 0 12 . 8 
Santa Clara 105 50 . 6 12 . 5 
*The c rit ical values necessa r y fo r s iqni fica nce at the . 05/ . 01 
leve ls a re: 3.04/4.71 with 2/200 d . f . 
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F* 
.72 
F* 
2.59 
Table 4 
Analys is of Variance of Philosophy Sco r es (C Scale) 
for Three Counties in the San Fr ancisco Bay Area 
County N Mean S.D. 
Contra Costa 49 58.2 II . 6 
San Mateo 68 59.2 II .6 
Santa Clara 105 59.5 I I .5 
F* 
.02 
*The cri tica l va lues necessary for sign ifi cance at the . 05/.01 
level s are: 3.04/4.71 with 2/200 d.f. 
68 
Tables 5 through 8 report analyses of variance on the four dependent 
va r iables grouped by districts. The F ratios of I .38, .66, .24, and .89 
ega in a l I have probabi I ities greater than .05. 
Tab l e 5 
Analysi s o f Vari ance of Acceptance Scores (SA Sca le) 
tor Fourteen School Districts in Three Counties in th e 
San Francisco Bay Area 
District N Mean S.D . 
I 
2 7 92.7 8.7 
3 20 83.8 8.7 
4 5 82.0 8.7 
5 10 87.8 8.9 
6 42 85.2 8.8 
7 16 87.0 8 . 8 
8 9 83 . 0 8.9 
9 14 90.6 9 . 0 
10 22 85.5 8.9 
II 32 85 . 0 8 . 9 
12 4 85.8 2.5 
13 17 89.4 8 . 8 
14 7 90.6 8.7 
*The cr itical values necessary for s ignificance at the .05/.01 
level s are: 1.80/2.28 with 13/200 d.t. 
F* 
I .38 
Table 6 
Analysis of Variance of Understanding Sco res (SU Sca le) 
for Fourteen School Distri cts in Three Counties in the 
Sa n Fr anc isco Bay Area 
Dist r ict N Mean S.D. 
I 17 I I. 5 2 . 5 
2 7 II .6 2 . 5 
3 20 II .5 2 . 5 
4 5 12.0 2.5 
5 10 12.0 2 . 5 
6 42 10.6 2.5 
7 16 II . 6 2 .5 
8 9 10 . 9 2 . 5 
9 14 I I .0 2 . 6 
10 22 II .8 2 . 5 
II 32 11. 1 2 . 5 
12 4 12 . 3 2 .5 
13 17 10.7 2 . 5 
14 7 10.3 2 .5 
F* 
. 66 
*The cri tical va l ues necessa r y for sign ifi ca nce at the .05/.0 1 
leve l s are : I .80/2.28 with 13/200 d .f. 
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Tab I e 7 
Analysis of Variance of Doqmati sm Scor es (D Sca le) 
f or Fourteen School Dist ri cts in Th r ee Count ies in the 
San Francisco Bay Area 
District N Mean S.D. 
I 17 55 . 4 12.6 
2 7 48.0 12.5 
3 20 54 . 2 12 . 5 
4 5 47 . 4 12.5 
5 10 54.0 12 . 8 
6 42 53.0 12 . 9 
7 16 61 .4 12 . . , 
8 9 49 . 3 12 . 7 
9 14 49.5 12.9 
10 22 51 .o 12.7 
II 32 52.0 12.8 
12 4 53.8 6.2 
13 17 51 .4 12.6 
14 7 43 . 6 12.5 
F* 
.24 
*The crit ica l values necessa r y for signif icance at the .05/.01 
level s are: I . 80/2.28 with 13/200 d. f. 
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District 
I 
2 
3 
4 
5 
6 
7 
8 
9 
10 
II 
12 
13 
14 
Table 8 
Analysis of Variance of Philosophy Scores (C Scale) 
for Fourteen School Districts in Three Counties in 
the San Francisco Bay Area 
N Mean S. D. 
17 57.6 I I . 5 
7 68.7 II .4 
20 56 .8 II .4 
5 61 0 0 II .4 
10 63.6 I I .8 
42 58.6 12.6 
16 58.0 12.0 
9 56.6 II .6 
14 60.0 I I. 7 
22 58.0 I I .6 
32 58.3 II .6 
4 66.5 I I .6 
17 62.0 I I. 5 
7 62 .I II .4 
F* 
.89 
*The critical values necessary for significance at the .05/.01 
level s are: I .80/2.28 with 13/200 d.f . 
71 
Table 9 presents the analysis of variance of Acceptance scores for 
29 schools. An F ratio of I .56 (P > .05) was obtained ind icating cons is-
tency among schoo ls in the teachers ' deqree of acceptance of the rationales 
of the NSS. Tables 10, I I, and 12 report analyses of variance on the 
other three dependent variables grouped by schools. The F ratios of .96, 
1.15, and 1.78 all have probabi I ities greater than .05. 
School 
I 
2 
3 
4 
5 
6 
7 
8 
9 
10 
II 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
Table 9 
Analysis of Variance of Acceptance Scor es (SA Scale) 
for 29 Schools in 14 Dist r icts in Three Counties in the 
San Franc isco Bay Area 
N Mean S.D. 
10 83 . 2 8 .8 
7 84 . 3 8 . 5 
7 92.7 8 . 5 
3 82.0 9.0 
10 79 . 9 8.8 
7 90.0 8 . 5 
5 82 .0 8.5 
10 87.8 8.7 
9 83.7 8.7 
4 94.5 8.7 
12 80.4 8.8 
9 87.4 8 . 7 
8 87.0 8 .9 
5 92.6 8.5 
II 84.5 8.9 
9 83.0 8 . 7 
5 85.6 8 . 5 
9 93 . 4 8.7 
9 84 .o 8.7 
5 89.9 8.5 
8 84 . 5 8 .9 
5 85.2 8.5 
II 87.6 8.9 
5 85 . 8 8.5 
II 82 . I 8.9 
4 85 . 8 8.7 
8 88.8 8.8 
9 90 . 0 8.7 
7 90 . 6 8.5 
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F* 
I . 56 
*The critical values necessa r y fo r significance at the .05/.01 
levels are: I . 52/I .79 with 30/200 d . f . 
I / 
Schoo l 
I 
2 
3 
4 
5 
6 
7 
8 
9 
10 
II 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
Tab le 10 
Analysis of Variance of Unde r standing Sco res (SA Scale) 
fo r 29 Schools in 14 Dist ri cts i n Th r ee Counties in 
the San Francisco Bay Ar ea 
N 
10 
7 
7 
3 
10 
7 
5 
10 
9 
4 
12 
9 
8 
5 
II 
9 
5 
9 
9 
5 
8 
5 
II 
5 
II 
4 
8 
9 
7 
Mean 
I 0.9 
12.4 
II .6 
10.3 
II . 2 
12 . 4 
12.0 
12.0 
9 . 7 
I I . 7 
I 0 . 8 
I 0 . 4 
I I . 0 
13 . 0 
10.9 
I 0 . 9 
I 0.2 
I I .4 
12.5 
13 . 2 
10 . 0 
10.0 
II. 5 
12.2 
I 0.6 
12.3 
10.4 
I I .0 
10.3 
S.D. 
2 . 5 
2.4 
2.4 
2.6 
2 . 5 
2 .4 
2 . 4 
2 . 5 
2.5 
2 . 5 
2.5 
2 . 5 
2 . 5 
2 . 4 
2 . 6 
2 . 5 
2.4 
2.5 
2.5 
2.4 
2 .4 
2.4 
2.6 
2.4 
2.6 
2.5 
2.6 
2 . 5 
2 .4 
F* 
.96 
*The c ri tica l va l ues necessa r y fo r sign i fica nce at t he .05/ . 01 
leve ls a re: I .52/1 . 79 wi th 30/200 d . f. 
7~ 
Tab le II 
Ana lys is of Va r iance of Dogmatism Scor es (D Sca le) 
for 29 Schools in 14 Distri cts in Th ree Counti es 
in the Sa n Franci sco Bay Area 
Schoo l N Mean S. D. F* 
I 10 55.2 12 . 8 
2 7 55 . 6 12.5 
3 7 48.0 12 . 5 
4 3 63.3 13.2 
5 10 54.4 12 .8 
6 7 50 . 0 12 . 5 
7 5 47 .4 12 . 5 
8 10 54 . 0 12 .8 
9 9 53 . 9 12 .7 
10 4 43 . 5 12 . 7 
II 12 51 . 8 12 . 8 
12 9 57.0 12 .7 
13 8 53.8 13.0 
14 5 58.6 12 . 5 
15 II 62.6 13 . 0 
16 9 49.3 12 .7 
17 5 50 . 8 12.5 
18 9 48. 8 12 .7 
19 9 5 1 . I 12 . 7 
20 5 53.6 12.5 
21 8 49.3 13.0 
22 5 46.0 12.5 
23 II 52 .4 13.0 
24 4 40.4 12.5 
25 II 59.5 13.0 
26 4 53. 8 12 .7 
27 8 53.0 13 . 0 
28 9 50.0 12 .7 
29 7 43. 6 12 . 5 
I . 15 
*The criti ca l values necessary for siqnificance at the .05/ .01 
I eve Is a re : I .52/ 1.79 with 30/200 d.f. 
School 
I 
2 
3 
4 
5 
6 
7 
8 
9 
10 
I I 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
Tab le 12 
Analysis of Variance of Ph i losophv Scor es <C Sca le) 
for 29 Schoo ls i n 14 Districts in Three Count ies 
in the Sa n Fr ancisco Bav Ar ea 
N 
10 
7 
7 
3 
10 
7 
5 
10 
9 
4 
12 
9 
8 
5 
II 
9 
5 
9 
9 
5 
8 
5 
I I 
4 
II 
4 
8 
9 
7 
Mean 
52.6 
64 . 7 
68.7 
54 . 3 
53.2 
62. 9 
61 .o 
63.0 
58.4 
75 . 0 
54 .o 
55.9 
60 . 5 
59.4 
57.4 
56.6 
56.8 
61 .9 
52.4 
64. 6 
60. I 
49. 2 
65. 0 
64. 2 
53.0 
66. 5 
63. 8 
60.4 
62. I 
S.D. 
11. 1 
10 . 8 
10 . 8 
II .4 
11.1 
10.8 
10.8 
11.1 
I I . 0 
I I . 0 
11. 1 
II . 0 
I I . 3 
10. 8 
I I . 3 
II . 0 
10.8 
II .0 
II .0 
10.8 
I I .3 
10.8 
I I .3 
10. 8 
I I .3 
I I . 0 
II .3 
I I .0 
10. 8 
75 
F* 
I . 78 
*The critical values necessa r y for s iq n ifi ca nce at the .05/.01 
levels are: 1.52/1.79 with 30/200 d.f. 
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In summa r y, the preceding 12 tab les show no s ign i ficant differences 
amo ng the scores of the fou r depe nd ent variab les--Acceptance , Unde r -
s tanding, Dogmatism , and Ph il osophy sco r es for county, d ist ri ct , or 
schoo l. We may conc lud e, therefo r e , that the samp le was homogeneous in 
the sense that there were no significant differences among counti es , 
districts , or sc hool s . 
In additi on to the above descriptions o f the sample, 19.8 per cent 
of a lI r espondents who had ea rned Maste r' s Degrees , rece ived them in 
h istor y , whi le 9.9 percent and 5.5 percent had ea rn ed Master's Degrees 
in soc ial science and socia l studies respectively (Table 13). Of the 
respondents in alI counties, 50.5 percent had not r ece ived the Mas t e r' s 
Deqree in any field . Few of the social studi es t eacher s had ea r ned 
Master ' s Degrees in socio logy (I .4 pe rcent), economics (0.9 percent) , or 
political sc ience (3. 6 per cent) . Expected frequencies we r e too sma l I 
to use chi - squa re on the data in Table 13. 
A sim il ar pattern i s seen for teachers ' undergr aduate fi e lds of 
prepa ration as s hown in Tab le 14 . Histo r y undergraduate majo r s 
accounted fo r 35 . I percent of the t otal sampl e , wh i le sociology, geog ra phy, 
and economics accou nted fo r on ly 5.9 per cent combined. Social sc ience 
and social studi es ma jor s a re r epor ted separate ly and accou nt for 24 .3 
percent and 5.4 percent respectively . However , it shou ld be poin t ed out 
that many Ca li for nia co l leges and unive r sities do not suppo rt socia l 
studies depa r tments . Furt her, in man y of t he Ca l ifornia state co l leqes , 
I ittle distinction is made between soc ial studies and soc ial science . In 
view of th is , it makes sense to comb i ne the t wo categor ies and consider 
that 29 .7 per cent of the unde rgraduate ma jo r s in our sample were in 
social science/social stud ies . 
Table 13 
Tabu lation of alI Respondents by Maste r' s Deqree Ar ea and County 
County Hi st . Pol i. Sci. Soc . Econ. Psych . Educ . Soc. Sci . Soc . Stu . No. M.A . 
Cont r a 14* 0 I 0 2 2 3 I 26 
Costa (6 . 3)** (0 . 0) (0.5) (0 .0) (0.9) (0 . 9) ( I . 4 l (0 . 5) (I I . 7) 
San II 5 I 0 I 6 5 7 32 
Mateo (5 . 0) (2 . 3) (0.5) (0 . 0 ) (0 . 5) (2 . 7) (2 . 3) (3 . 2) ( 14 . 4) 
Sa nta 19 3 I 2 2 6 14 4 54 
Cla r a (8.6) (I . 4 l (0.5) (0 . 9) (0.9) (2 . 7) (6.3) (I . 8 ) (24.3) 
Totals 44 8 3 2 5 14 22 12 I 12 
( 19 . 8) (3 . 6) (I .4 l <0.9) (2.3) (6 . 3) (9 .9 ) (5.4) (50 . 5) 
*Obse r vat ions 
**Per centages-- i n pa rentheses 
-...J 
-...J 
Table 14 
Tabulation of AI I Respondents by Undergruduate Majo r and County 
County Hi st. Pol i. Sci . Soc. Geog . Econ. Psych . Soc . Sci. Soc. Stu. 
Cont ra 20* 6 I I I I 6 5 
Costa (9 . 0)** (2. 7) (0.5) (0 . 5) (0 . 5) (0 . 5) (2 . 7) (2 . 3) 
San 27 16 I 2 2 0 16 I 
Mateo ( 12 . 2) (7.2) (0.5) (0 . 9) (0.9) (0.0) (7 .2) (0 . 5) 
Santa 31 9 2 I 2 I 32 6 
Clara ( 14 . 0) (4 . I) (0 . 9) (0.5) \0.9) (0.5) ( 14 . 4) (2. 7) 
Totals 78 31 4 4 5 2 54 12 
(35 . I) ( 14 .0) <I . 8) <I . 8) <2.3) <0. 9) (24 . 3) (5.4) 
*Observations 
**Percentages--in pa rentheses 
Other 
8 
(3 . 6) 
3 
<I .4 > 
21 
(9.5) 
32 
( 14 .4) 
-.J 
CP 
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Data co ll ection. Once the schools to be sampled had been selected, 
districts in which the schoo l s were locat ed were contacted. Sixteen 
school districts we re in i tial ly involved. On November 27, 1971, a 
letter was sent to each of the sixteen distr ict super i ntendents from 
the Off ice of the Bu r eau of Educat ional Research (now the Bureau of 
Research Se r v ices for the Col leqe of Education) at Utah State Univer-
sity , over the signatu r e of Dr . James P. Shaver, Director o f the 
Bu r eau. The letter <Appendix A) informed the superintendent that the 
schoo l or schoo l s in their d istri ct had been randomly se lec t ed to 
parti c ipate in a social stud ies r esearch p r~ject and asked permission 
to contact the pri ncipal of each schoo l that had been se lected. The 
superi ntendent was assured tha t the r e would be no attempt to contact any 
sc hool direct ty withou+ his a ~p roval. 
Per mission to cont act principals was r ece ived from fif teen of the 
s ixteen di stri ct supe ri ntendents . One super in tendent , f rom whose d ist ri ct 
two schools had been dr awn , repo r ted his schools wou ld be unable to 
pa r t icipate. Two of the a l ternate schools we r e then substituted on the 
I ist. 
As lett er s of app roval we re r ece ived f rom superintendents , the 
principals of the schools were co ntacted. In t hat letter (Appendix B) , 
the natu r e of the stud y was out I ined, and the principal was asked to 
a llow his socia l studies teacher s to pa rt icipate . He was a lso asked to 
desiq nate an aqent who would be respons ible fo r administeri ng the 
quest ionnaire to members of h is soc ia l s tudi es sta ff. 
AI I of t he principal s co ntacted aqreed to allow the stud y to be 
co nducted in thei r schools and provided t he names of s taff members t o 
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contact. In most cases , the agent designated was the socia l studi es 
depa r tment chai rma n. As pe rmi ss ion from pr inc ipal s was r eceived , a 
letter (Append ix C) was sent to the agent designated , along with tes t 
booklets (Appendix D), ans wer sheets (Appendix E), and stamped, return-
add ressed e nv e lopes. 
This procedure was followed to assu r e a hiqh per centage of returns. 
Al thouqh the procedure r equi r ed writing over one hund r ed let• ers , the 
results justif ied the effort. We were ve r y careful to ask permission t o 
proceed at each step a long the way. For example , in the letter to the 
agent who wou ld administe r the quest ionnai r e , he was to ld that both his 
s uperintendent and pri nc ipa l had ag r eed to permit the s tud y , but he, the 
agent, was to dete rmine whether he woul d have time t o participate, or, in 
fact, wcnted t o do so . Two depart~ent chairmen, botr from the same 
distri ct, dec I ined to pa r ticipate. Beca use on ly those two schoo ls had 
been se lected f rom tha t d is tri c t, the total numbe r of pa rti cipating 
districts was reduced to 14. One cha irman fr om anothe r d ist ri ct also 
dec I ined to pa rticipate, but two other schoo l s had been draw n f rom that 
district . 
In or der to mai nta in a 33 schoo l sampl e , al I the schools in the 
population of schools not included in the ori gina l samp le were assiqned 
a number. Then, using a tab le of r andom num bers, four more schoo ls were 
drawn. Lette r s were sent to the principals and depa rtment chai rmen on 
Feb ruary 18, 1972. Supe ri ntendents had already g iven pe rmi ssion to 
contact school s in their d ist ricts (Appendix F). One sc hool had already 
been drawn by a distri ct soc ia l s tudies coordinator to replace a school 
in his di s tri ct which did not pa rti c ipate. 
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Each letter to the agent in the schoo l se lected asked him to ad -
minister and return the ques tionnaires within ten days if possible. 
Twenty-one days from the date the materials were mailed, a follow-up 
letter was sent to agents who had not returned the ques tionnaires 
<Appendix G). Principals or department chairmen from I I schools were 
contacted by telephone on February 9, 1972 . AI I aqreed to return the 
completed questionnaires within a week. 
As completed ques ti onna ires were returned, each individual answer 
sheet was coded (county, d ist rict, school number) and the name of the 
school was written on the face of each answer sheet. Each answer sheet 
was hand scored, because Sections B (Acceptance) and E (Philosophy C 
Scale) were likert-type question naires in which the direction of sco ring 
differed with certain questions. 
The date the materials were received was noted on a master I ist of 
schools so it could be dete rmin ed which schools had not yet responded. 
It was then possible to determine when to send follow-up letters o r make 
direct con tact by telephone. Four agents had not responded by March 25 , 
1972, and after speaking with each of them, it was apparent that f urther 
efforts to have them administe r the questionnaire would be fruitless. The 
final returns, then, were from 14 districts, 29 schools, and 222 teachers. 
Based upon the ave rage dai ly attendance of each school selected and 
assuming each ful 1-time soc ial studies teacher met f ive classes of 35 
students, we estimated a potential sample of 243 teachers. Returns from 
222 respondents represent an approximate 94 percent of our potential 
sample. 
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Instrumentation 
Acceptance of the New Social Studies. To obta in a ouantita t ive 
estimate of teacher acceptance of the NSS, an 18 statement questionnaire 
was constructed. Nine of the statements expressed the thouqhts and 
attitudes of social studies curriculum developers and/or trainers of 
socia l studies teachers recognized by knowledgeable people in the field 
to be proponents of the New Social Studies. The other nine statements 
expressed thoughts and attitudes considered to reflect traditional social 
studies. The statements were constructed fo I I ow i nq the exhaustive review 
of the I iterature reported in Chapter I I, pertaining to activities and 
definitions of t he NSS over the past 15 years. "Flag words," such as 
discovery, traditional, coverage , and new, were avoided because it was 
assumed that many social studies teachers are now awa re of the qrowinq 
controversy over New Social Studies and traditional content courses in 
history and the social sciences . 
The 18 statements were put in random order in a questionnaire that 
was sent to four socia l studies curriculum specialists (Dr. Richard 
Kniqht, Utah State University; Dr . A. Guy Larkins, University of Geo rgia; 
Dr. John Haas , Univers i ty of Co lorado; Dr. Jack Cousins , University of 
Co lo rado) request ing that they identify s ta tements they believed 
representat ive of the New Social Stud ies r ationales. Additionally, the 
judges were asked to revi se any statements they thought were unclear o r 
ambiguous. They were not told that half of the statements represented 
New Social Studies thinking, but were told the ultimate purpose of the 
questionnaire. 
Instructions to the social studies c urriculum experts read : 
Place an "X" next to those statements below which, if made 
by a teacher, would best ex press acceptance of assumptions 
underlyinq the "new social s tudi es " projects. Please make 
any comments you wish about the s tatements , r e~a rdin~ c larity, 
intent, "load inq," or relevance. These s tatBments (or s imi fa r 
ones) wi I I be used in a questionnaire to s urvey teacher 
acceptance o f the new soc ial studies r ati onales and strateqies . 
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Only statements on which the r e was unanimous aqreement were re tained 
for the questionnaire. The statements were r ew ritten , fol lowinq the 
suggestions received frorn the four judqes . As a result , the I ist was 
reduced t o 16 sta tements, eiqht of which ref lected "new" social stud i es 
thought and eight of which reflected more "traditional" thought. 
A questionnaire was then designed using the paired-comparison 
forced-choice technique. Sets of statements, one representing new socia l 
s tudies orient ation and the other reflecting traditional social studies 
or i entation, were presented to ·rhe r espondent with in structions to 
choose one statement from each pa ir on the basis of the cr i teri on: "Whi ch 
statement would you most agree with if you were designinq a new social 
s tudies course?'' 
From the total of 16 statements , 12 were se lected to be paired. This 
was done in or der to reduce the length of the questionnaire. If alI 16 
statements were used, the instrument would have had 64 pairs. Of the 
12 statements , (6 representing new social studies thought and 6 represent -
ing traditional thought) each (A) statement was systematically paired with 
each (8) statement to produce a 36- item scale. 
For a tria l run, the questionnaire was administered to a group o f 
35 in-service teachers attending a summer institute in socio loqy at Utah 
State Un iversity in Auqust, 1971 . Inst r uctions read: 
The fol lowinq section contains 36 pa i rs of statements. Read 
each pa ir and dec ide which of t he two stated assumpt ions you 
wou ld be mo r e I ikely to make if you we re des igninq a new 
soc ia l studies course. Pl ease c irc le e i the r "A" or "8 11 on 
you r answe r sheet next t o the number co r respond i ng to the 
statement. 
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From a f r equency count of responses, it was evident that most of the 
teac he r s chose the s t a t eme nt in each pa ir whi ch r efl ect ed New Social Studies 
thought . Al so , f rom conve r sat ions wi th member s of the group following 
administration of the questionna i re , it was learned that they believed it 
was much too long and repetitive. Of particular importance, many of 
the pa r t ic i pa nts sa i d it was not d i ff icu l t to se lect the "pr oper " 
r esponse; th at i s, th ey had I i t t le d if f iculty se lecting responses to 
sco r e h igh in acceptance of the NSS rat ionales , wh ich t hey cor rectly 
pe r ce ived as t he t hrust of t he questi on naire . 
It was hypothes i zed that t he sampl e was mor e soph ist icated in 
th e ir r esponses t han soc ia l stud ies teac he r s at la rge , s ince they had 
been se lect ed for pa rti c ipation in the summe r i nst i tute on t he basis of 
t hei r leader s hi p abili t y in the fie ld of social studies education. To 
t est t hat hypothes is, an alter nat ive fo rm of the test was cons tructed , 
us ing t he ori g inal 16 statement s wh ic h had r eceived unani mous agreement 
from t he four cu rr icul um leade r s at the outset . A Li ke r t - type scale was 
employed thi s t ime. The quest ions we r e arranged in r andom o rder. In -
s truct ions r ead : 
The fo I I ow ing secti on con t a in s I 6 s t atements . F i I I in th e 
s pace prov ided on the attached answe r sheet accor ding to how 
mu ch you wou ld ag r ee or d i sagr ee with the st a t ement if you 
we r e des igni ng a new socia l stud ies cou r se . Please answer 
each ques ti on . Ma r k in +I, +2 , +3 , or -I, - 2 , - 3 , depend i ng 
upon how you f ee l. The re a r e , of cou r se, no "r iqht" or "wronq 
answers . 
+ I 
+2 
+3 
Ag r ee a Litt le 
Ag r ee on the Whole 
Agr ee Very Much 
-I 
- 2 
- 3 
Disag r ee a Li ttl e 
Disag r ee on the Who le 
Disag r ee ver y mu ch 
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Both forms of the quest ion naire were then adm ini s t ered to 43 in-
service t eache r s in six schools in t he Sa n Fr ancisco Bay Area . The 
schoo ls were selected at r andom from a I ist of a lI schools in Santa Clara 
Cou nty not selected to r the sample. Nineteen teacher s in t hree school s 
were given t he ori g inal 36- item pai red-compa r ison test and 24 teachers 
in three schools were given the revised 16-i tem Likert- type sca le . 
An analysis o f the responses of the 36- item test produced resul t s 
very sim il a r to those fo r the summer inst itute g roup . In shor t , there 
was very I ittle d iscrim inat ion . On the other hand , the answers of the 
group which responded t o the Like rt-type sca le varied considerabl y . 
Employing t he Kuder-Richa rdson Formula 21 (as discussed i n Garrett , 
1962, pp. 34 1- 344) , a r e i iabil ity coef fi c ient of . 74 was computed . It 
was dec ided at that point to use the 16- item Likert- type test fo r the 
study . Af t er the data for th i s study had been collected, the same 
fo rmula , Kuder- Richa rdson Formula 2 1, was a~ain used to compute r ei ia-
bi I i ty on the acceptance sec t ion of t he ques tionnaire . With an N o f 
222 respondents , a r ei iabi I i ty coefficient of . 76 was ach ieved . 
Understandin~ of the New Socia l Studies . It has been established 
prev ious ly (Chapter I I ) , that ther e is no clear-cut def i nition of the 
New Soc ia l Studies. Yet , teacher s in t he field a re be in~ as ked to use 
new material s , at tend in-service sess ions and take additional qraduate 
cou r ses in social studies methodology in or der to "update" their curri -
cul a--to adopt " new" soc ial stud ies strategies. 
A tes t to determi ne t he extent t o whi ch in-ser v ice t eachers under-
stand the r at iona les and strateg ies of the NSS was difficult t o construct , 
in v iew of t he controversy over what the social studies a re. Ba r th and 
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She rmi s (1970, pp. 743- 751 ), provided the base to r the const r uction of 
the test when they identified three t rad ition s in socia l studies: (I) 
socia l stud ies as citizenship transmission, (2) social studies as social 
science, and (3) soc ial studies as r eflect ive inquiry . 
Barr (1970, p. 753), comment ing upon the Barth-Shermis defini t ion, 
saw the three positions they described as beinq interrelated, or over-
lappi ng. Barr placed the pos iti ons along a continuum, with citizenship 
transmission at the left and reflective inq uiry at the right (Chapter 
I I). Accepting Ba rr' s contention that the social studies positions as 
defined by Barth and Shermis overlap, a six-position continuum was 
constructed. Statements by contempo rary curriculum writers and project 
developers were paraphrased which expressed viewpoints about what social 
stud ies is, ranging from Position I, "Acquir ing knowledqe in and about 
the soc ial sciences is se lf-justifying and self-validating" to Position 
6, "A legitimate aim of the socia l studies teacher is to help students 
learn to examine various pos iti ons on matters of pub I ic pol icy." 
Three statements were wr itten to coincide with each of the s ix 
positions on the cont i nuum. To dete rmin e wh ether t he statements we r e 
actually representative of the position assigned, the four social studies 
curriculum experts who judged the statements on the Acceptance sec tion 
were also asked to rate the statements designed for the Understanding 
section. The 18 statements were mixed randomly and inst ructi ons to the 
raters read as fo ll ows: 
Please rate each of the fol lowinq 18 statements about social 
studies along a cont inuum from "tradit ional " to "new" social 
studies . Lett of center on the continuum (from I to 3.5), 
represents differing degrees of traditional thoug ht about 
social studies teaching and strategies and right of center 
(from 3.5 to 6) represents deg r ees of "new" thought about 
soc i a I studies teaching and strategies. In the space next 
to each item number , please wr ite the nume r ica l value you 
would assign, us i nq who le nu mbers from I to 6-- from "tradi-
t iona l" to "new " socia l studies . These statements (o r sim il ar 
ones) wi I I be used in a questionnaire to su r vey teacher unde r -
stand ing of the new socia l s t ud ies r at ionales and strareqies. 
Tr ad i tion a I New Social Studies 
2 3 4 5 6 
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Upon exam i n ing the results , which we r e again accompanied by com-
ments concer ni ng wo r ding and ambiguities, it was discovered that each 
of t he four raters were in gene r a l ag r eement as to where each statement 
shou I d be pas it i oned . For examp I e , fo r the statement 
The bes t way t o a t tain the goal of good citizenship is to 
have the s t udents lea r n facts , pri ncip les , bel iefs , and 
t heor ies whi ch can be app li ed at a later t ime. 
a lI fou r r at ed it (I ) or trad iti ona l . On other s t atements , suc h as 
A majo r task of the socia l s t udies teacher is to descr i be 
event s , peop le , phenomena , a nd id eas that soc iety deems 
wo r thy of a l I citizens. 
th r ee rate r s p laced i t at ( I ) whi le one r ate r placed it at (2). 
Wh e n pos iti ons (I) and (2) ; (3) and (4) ; (5) and (6); were combined, 
alI four raters agreed on al I statements. That i s, they differed on some 
statements by one pos i tion on t he continuum; but when the two posit ions 
we re t reated as one , there was unanimous agreement. Ther e we r e no (2) -
(3) , or (4 )- (5) sp li ts. 
Statements we re r evised us i ng th e suggestions by the raters . It was 
then dec ided to use a t hree- pos i t ion conti nuum . The six statements that 
were id ent if ied by the r ate r s as pos iti ons (I) and (2) on t he or igina l 
continuum wer e ca l led I (trad iti ona l ). The s ix sta teme nts initi a ll y 
ident if ied as pos it ions (3) and (4 ) we r e designated 2 (neithe r t r aditional 
nor new soc ia l s t udi es or a comb i nati on of bot h) . The six statements 
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initially identified as positions (5) and (6) were desiqnated 3 (New 
Socia l Studies). The close agreement among the four raters indicated 
test validity. 
A questionnaire was then constructed with these instructions to the 
respondent: 
Please rate the following 18 statements about social studies 
along a cont inuum from "traditional" to "new " social studies. 
You may think some of the statements are c lea rl y traditional, 
in which case you would score them"l". Statements you thi nk 
reflect the new social studies would be sco red "3". State-
ments which you think contain elements of both traditional 
and new thought, or do not c lear ly reflect either traditional 
or new thought, should be scored "2". 
Traditional New 
2 3 
The range of scores on the test was 0 to 18, where each correct 
response scored point. With the sample of teachers from six schools 
which we r e used to test the Acceptance section of the questionnaire, a 
re i iabi I ity o f . 76 was achieved on the Understanding section, usinq the 
Kuder-Richardson Formula 21. 
Wh e n the Kuder-Richardson Formula 21 was used to compute rei iabi I ity 
on the Under standing section of the completed ques ti onna ire fo r the 
222 respondents in the main study, a rei iabi I ity coefficient of .34 
was computed. This was obv ious ly a much lower coefficient than had been 
obtained from the results of the questionnaire administered to the pilot 
group. The origi nal computation, from which a rei iabi I ity coefficient of 
.76 was reported, was recomputed . An addition error was discovered. When 
corrected, a rei iabi I ity coeff icient of .32 was obtained. It that error 
had been discovered before the test was administe r ed, steps would have 
been taken t o increase rei iabi I ity. For examo le, usinq the Spearman-Brown 
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Prophesy Fo rmula (McNemar , 1962 , p. 208) , i t can be predicted that the 
test would have had to have been length ened to 57 statements to attain a 
reI i ab i I i ty of . 80. In ana I yz i ng the data, correct ion to r attenua tion , 
discussed later, was used to estimate what cor relation coe ffi cients would 
have been obta ined had the Understanding section been pe rfect ly rei iable . 
A Short Form Dogmatism Scale tor use in field studies (D Scale) . 
Because the quest ionnaire administe r ed in th is study included tou r dif -
fe r ent scales , admini stration t ime had to be reduced as much as possible. 
Fo r that r eason , A Short Fo rm Dogmat i sm Scal e for Use in Field Studies, 
deve loped by Trol dahl and Powe ll (1965, pp. 21 1-2 14) , was used. Troldah l 
and Powe l I revised Rokeach's Dogmatism Scale FormE (Rokeach, 1960, p . 90) , 
reducing the origina l 40 items to 20 . 
Rei iab;l ity for tee 40-item D Scale ha s been consistently high. 
Shaver and Richa rd s (1 968 , p. 40) r epor ted r ei iabi I ity coe ffi c ients o f 
.82 and .92 tor two sepa rate samples of educat ion majo r s. P lant reported 
(1965, p. 28 1) re i iabi I ity coef ficients of . 84 and . 85 fo r samples of 
co l lege f r eshmen men and women respect ive ly. Rokeach (1960, pp. 89- 90 ) 
reported test-retest coeff ic ients ove r a s ix- month per iod of .74 . 
The Trol dah l and Powe l I ve r s ion of the 0 Sca le continued the 
rei iab i I ity of th e 40-i tem instrument. Kemp and Koh ler (1965) , emp loy -
ing the test-retest me t hod with a two-month interva l, r eported a 
rei iabi I ity coef fi c ien t to r the Short Form 0 Scale of . 82 . Later , us ing 
the Rulon method, they obtained a .92 re i iabi I i ty on the same instr ument. 
Troldahl and Powe ll obtai ned a spli t- ha lt reliabi lity coeffi cient, 
corrected wi t h the Spearman-Brown Prophesy Formula, of .79 (1965, p. 21 4). 
Us i ng the Kuder- Richa rd son Formula 21 with the scores of 222 respondents 
90 
in th is study , a r e i i ab i I i ty coeff ic ient of . 82 was obtained . 
Rokeach ' s D Sca le has unde rqone many va lidity studies, some of 
wh ich we re r ev iewed in Chapte r II. Plant ( 1960) aqreed wit:, Rokeach ' s 
contention that the D Scale was a better measu re of qener a l authori tarian-
ism than was the F Scale. Ba rker (1963) and Hanson (1 968) have also 
conc lud ed that the D Scale measu res gener al authorita ri anism as pu r ported 
by Rokeach. 
Low and Shave r ( 1971, p . 22) r epor ted several facto r analytic 
stud ies conducted on the D Sca le. Vacc hiano, Schiffman and St r auss 
emp loyed three independent facto r analyses of the items on the 40-i tem 
D Sca le for the three groups of data, and conc luded that ite~ fa cto r s 
tended to fo rm around Rokeach ' s ( 1960) def init ion o f D Sca le items and 
that the D Sca le had empiri ca l validity . Low and Shaver concl uded 
"research supports the va li dity of Rokeach' s const ruct of doqmatism and 
the Sca le he developed t o assess general author itariani sm." ( 197 1, p . 22) 
On thi s section of the ques tionnaire , the fo l lowi nq i nstruct ions 
were given t o the respond e nts : 
The following is a s tu dy of what the gener a l pub I ic thinks 
and fee l s about a numbe r o f im portant social and per sonal 
questi ons . The bes t answe r in each statement below is you r 
pe r sona l op ini on. We have tried to cover many diffe rent and 
oppos ing po ints of view ; you may find yourself aqree ing st ronq ly 
with others, and perhap s uncerta in about othe rs. Whether you 
agree or disagree with any statement, you can be su r e that 
many people feel the same as you do . 
On the response sheet , f i I I in the s pace provided f or each 
answe r according to how much you agree o r disagree with it. 
Please t il I in the space for each question. Mark in +3 , 
+2, +I, -I, - 2, or -3, dependi ng upon how yo u feel. 
+I 
+2 
+3 
Agree a Littl e 
Agree on the Who le 
Agree Very Much 
-I 
- 2 
- 3 
Disaq r ee a Little 
Disagree on the Whole 
Disagree Very Muc h 
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A Short Test of One's Educational Philosophy (C Sca le). As already 
noted in the review of the I iterature, A Shor t Test of One's Educationa l 
Ph ilosophy (C Scale) was developed by R. L. Cu rran (1966) and his associates 
at the University of Florida' s Col leqe of Educat ion. The test was developed 
to provide data which would be useful in examining teachers' philosophies 
of education, defined by Cu rran (1966, p. 383) as a logically interrelated 
set of concepts about reality, knowledqe, and values. 
In a follow-up report prepared for the Florida Educational Research 
and Development Counc i I, Curran (1966) r epo r ted: 
Insofar as discriminating among groups that conventional 
wisdom expects to have diffe rent education a I phi I osoph i es 
i s taken as evidence of valid ity , the Educat iona l Opin ion -
naire proved dr amatically valid. If validity of measure of 
ed ucat ional opinion i s taken to mean measure of genuinely 
held opinion, the r e is no reason for doubting the validity 
of the Opinionna ire. it may as well be assumed that in the 
qene r a l ized, socia ll y intangib le situations whi c h the 
Opin ionnaire presented, the educator s exp ressed their genuine 
opinions . 
The procedures Curran used to develop the C Sca le were discussed 
in Chapter I I. Afte r tour item analyses were conducted , a final qroup of 
24 items were selected as most rei iable in a shor t test which would measure 
a subject's pred isposition to express a philosophy of education (Curran, 
I 966, p. 387) . 
The test-retest r e i iabil ity correlation coeffic ient was reported to 
be .82. However, Curran did not report the kind and size of his sample. 
Using the Kude r- Richardson Formula 21 , with scores of the 222 respondents 
in this study , we obta ined a rei iabi I i ty coeff icient of . 84. 
On this section of the ques t ionnai re, the fol low i nq in structions 
were g iven to the respondents: 
The following 24 statements a r e r ep resentative of differi ng 
education a I be I i ef s. On the response sheet , f i I I in the 
space provided tor each answer according to how much you 
agree or disagree with it. Mark in I, 2, 3 , 4, o r 5, depend -
ing upon how you feel. 
The des ign of this opinionna ire requires that every statement 
be evaluated, so please respond to each statement . 
Strongly 
Agree 
2 
Agree 
3 
Neither Agree 
Nor Disag ree 
4 
Disag ree 
5 
Strongly 
Disag ree 
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Section "A" of the inst rument used in this study contained questions 
about eight descriptive variables: sex, aqe, total numbe r of years of 
teaching experience, col lege undergraduate major, area in which master's 
degree was earned, attendance at summer in stitutes in soc ial stud ies, 
number of times applied to summer institutes, and membership in professional 
organizations. Depending upon the category, the respondent cou ld select 
a number from 0 to 9 and record the numeral on the response sheet. 
Sect ion "B," Acceptance, cons isted of 16 sta tements , eight representinq 
New Social Studies thouqht and eight representing traditional social 
studies thought. A seven-point Likert- type sca le was used. The 
statement s were a rranged in rand om order so that statements I, 4 , 5, 8 , 
10, I I, 14, and 16 were representative of New Soc ial Stud ies thought, 
while statements 2 , 3, 6, 7, 9, 12, 13, and 15 were representative of 
traditional social studies thouqht . 
In order to obtain a total raw score, it was necessary to reverse 
the value assigned to the two types of questions. Therefore, +3, "I Agree 
Very Much," would be scored point and -3, "I Disagree Very Much," would 
be scored 7 points on those statements representinq traditional social 
studies thought. 
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The section was hand scored, fo l lowinq thi s procedure: Numbe r s I, 
4, 5 , 8, 10, I I, 14, and 16 were c irc led on the answer s heet and point 
values placed next to those number s accordin~ to th e r espondent ' s answer. 
For examp le, if the respondent wrote +3, that answer wa s sco red 7; +2 ~ 6; 
+I = 5; -1 3 , - 2 = 2; -3 = I. If there was no answer, the item was 
scored 4. Numbers 2, 3, 6, 7, 9, 12, 13, and 15 were not circled and were 
scored as follows: +3 = I; +2 ~ 2 , +I ~ 3; - I ~ 5; - 2 ~ 6; - 3 ~ 7. The 
possible range was from 16 (accepting traditional soc ial studies thouqht) 
to I 12 (accepting New Soc ial Studies thought). 
Section "C", Unde r standing, consisted of 18 statements. S ix 
statements represented a trad itional position, six statements repre-
sented a New Social Studies position, and six statements represented an 
overlapping , or neither a clear l y traditiona! nor cew position. The 
statements were randomly mixed, and the scoring key was as fo l lows : 
I. -I 4. - 2 7. - 3 
2. -2 5. -3 8. -2 
3. - 3 6. -1 9. -2 
I 0. - 2 
II. - 3 
12. -1 
13. - 3 
14. -I 
15. -3 
16. -2 
17. -I 
18 . - 1 
This section was also hand-scor ed , and each co rrect response r eceived 
one point. The poss ible range was 0 to 18 points . A scor e of ze ro 
represented the least poss ib le understanding of the rationales of the NSS, 
as measured by the test, while 18 points represented the h ighest under-
stand ing of the NSS rati onales as measured by the test . 
Sect ion "D" , Short Form of the Dogmatism Scale (0 Scale) , contai ned 
20 statements r esponded to on a Likert-type scale. This test is one-
directional. Answers were sco red as follows: +3 ~ 7; +2 = 6; +I ~ 5; 
-I = 3; - 2 = 2; - 3 = I. The possible range was from 20 (closedminded-
dogmatic) to 140 (openminded-non-dogmatic). 
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Section "E", A Short Test of One 's Educationa l Philosophy (C Scale) , 
conta ined 24 s t atements. Simila r to Section "B," in orde r to ob t ain a 
total raw score , it wa s necessary to reverse the values assigned to 
ce rta in questions. The following scori ng procedure was fol lcwed : 
Sta tements 3 , 5, 9, 10, 15, 21, and 23 were ci r cled on the response 
sheet, and point values for those questi ons were assigned as follows: 
If the respondent marked I - "Strong I y Agree," the statement was sco red 
4 points; 2 - "Agree" = 3; 3 - "Neither Agree No r Disa9 ree" = 2 ; 4 -
"Disagree" = I; 5 - "Strongly Disag r ee" = 0 . Responses to the remaining 
16 statements were scored as follows: I - "Strong ly A<Jree" = 0; 2 - "Aq r ee" 
= I; 3 - "Neither Agree Nor Disag r ee" = 2 ; 4- "Disagree"= 3; 5- "Stron<Jiy 
Disagree" = 4. The possible range was from 0 points to 96 points. A 
score of 96 signifies a prog ress ive educat ional philosophy and a score 
of 0 points signifies a traditional ed ucat ional philosophy. 
Stati s tical analysi s 
The basic pu rpose was to determine whethe r teachers' degree of 
dogmatism and educat iona l philosophy wer e related to the ir acceptance and 
unders tanding of th e New Soc ial Stud ies. Pearson product -moment co rrel a -
tions were computed among the four variab les of dogmat i sm, philosophy, 
accepta nce, and unde r stand ing to establis h a basis fo r accepting o r 
rejecting Hypotheses I th rough 5 , dealing with the relationships between 
the va riabl es. 
Two-way and four-way a nalyses of variance were emp loyed to determine 
the relationship between acceptance and understanding of the New Soc ial 
Studies and the descript ive va r iab les descr ibed ear l ie r in thi s chapter 
(sex, age , experience, undergraduate major , M. A. area, attendance at 
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summe r inst itutes , appl ication to summe r institutes , and membership in 
pro fess ional orga niza t ions). The desc ri pt ive var iables to be examined 
by two- way analysis of va ri ance we r e se lected af ter multiple- r eg r ession 
ana ly s i s s howed that the amount of va ri ance accounted fo r by many of 
the var iables was insign ifi ca nt. For those variables , one-way ana lysis 
of va ri ance was conducted , so the r eader cou ld see the extent to whi ch 
the variable rel ated to each o f the four dependent variables --the test 
scores. The va riabl es which accounted for the greatest amount of va ri ance, 
and we re inc l uded in the two- way analyses of va r ia nce we re age, sex , and 
yea r s of teaching exper ience of the r es pondents. The ana lyses of va ri ance 
which had the dogmatism or ph il osophy t ri chotomy as a c lassifi cat ion 
va r iab le provided co rrobor at ive finding s for the correlation coefficients . 
In each case where ana lysis of variance showed a s ignificant differ-
ence amo ng the adjusted group mean s for the dependent variabl e , Schef fe 
tests were conducted to dete rmine wh ich pairs of means were signif icant ly 
d i ff e rent. 
To test Hypot heses 6 and 7 , two-way anal yses of va ri ance were 
conducted wi r h the dogma t ism and philosophy t ri chotomies as independent , 
c lassif icati on variabl es and acceptance or understandinq scor es as the 
dependent variable to dete rmine whether there we re signifi cant interactions. 
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CHAPTER IV 
FINDINGS 
The purpose of this study was to determine whethe r teache rs' scores 
on the Acceptance of the New Social Stud ies and Understanding of the 
New Soc ial Studies Scales were rela ted to their scores on the Dogmatism 
Scale and the Educati ona l Ph il osophy Scale . The relationships of 
acceptance and understanding scores to other variables were also explored. 
The findings are reported in clusters of analyses by test scores 
and independent va riabl es. The relati onsh ip of the findings to the hypo-
theses fo r this study (see Chapte r I I I ), are discussed in Chapter V. Fo r 
+he interested reader, Table 37, page 135 sum~ariz es the fate of the 
hypotheses. 
Pea rson product-moment correlations were computed between sca le scores . 
Also, one-way analyses of va riance were computed to determine whether any 
of the descriptive variabl es was related s iqnificantly to scores on the 
four tests. Because age, sex , and years of teaching experience are varia-
bles frequentl y exam ined in ed ucational r esea rch , two- way anal yses were 
computed to allow testing of inter actions as wei I as main effects . 
Correlat ions Amonq Sca les 
To determine t he degree of the relati onship among the scores on the 
four tests administered i n this stud y, Pearson product-moment correlations 
were computed. It was reported ea rlier that because of the low rei iabi I ity 
achieved on the understa nding test, co rrections for attenuation (McNemar, 
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1962, p. 153) were also computed. As noted, the corrected corre lat ions 
between two variables is an estimate of the corre lat ion which wou ld result 
if both instruments had per fect r e i iabi I ity. Tab le 15 present s both the 
actua l coef fi cients and the coe ff ic ients between Unde r stand i ng Test sco r es 
and the other variables co rrected fo r attenuatio n. 
Acceptance 
Tabl e 15 
Correlations Among Acceptance, Unde r stand inq , 
Dogmatism , and Phi losophy Scores 
Unde r standinq 
. 25 
. 57* 
Dogmatism 
-. 46 
Unde r standi ng -. 19 
-.37* 
Dogmatism 
*Correlation coefficients corrected fo r attenuat ion . 
Phi losophy 
. 65 
.31 
. 58* 
-.50 
Scat t e r diag rams we re plotted fo r the four variab les to in spec t 
for degree of I inea r ity. The bivariate d ist ri but ion in each scatter 
diagram was I inear and appea r ed as mi~ht be expected g iven the coef fi-
c ients in Table 15. For example, with a correlat ion of -.1 9 (-.37 
co rrected for att enuat ion) between Accepta nce and Understanding t est 
scor es , the scatter diagrams showed a lack of relat ionsh ip. For the 
corre lati on of .65 between Acceptance and Ph ilosophy tes t scores, a 
definite I in ea r pattern developed. 
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Table 15 s hows a co rre lat ion of . 25 ( . 57 corrected for attenuation) 
between Accep t ance and Understand ing test sco res, wh ich is low , but 
statistica ll y significant (P < .05) with the lar9e sample (N = 222). A 
co rrelation of this size indicates what was expected--that is, that 
a l though accepta nce and understanding ar e re lated (they have, corrected , 
about 32.5 pe r cent of thei r va ri ance in common) , they a re bas ically 
independent. Even if one understands the r ationa les of the NSS, there is 
no 9ua rantee that he wi I I accept them. Converse ly, accepting the rationales 
of the NSS does not mean the teacher understands them . 
The negative correlat ion of - .46 between Acceptance and Do9mat ism 
test scor es indicates that a person who accepted the NSS rati onal es tended 
to sco re lower (be more openm inded) on the Dogmat i sm Sca le than one who 
reject ed them. Th i s is in I ine with t he conjectu re in the Review of the 
Lite r atu r e . 
The highest correlation is between Acceptance and Phi losophy test 
scores (F = . 65) . In previous discussions (Chapte rs I I and I I 1), 
I i terature was c ited which supported the contention that the NSS projects 
are , for the most part, designed a rou nd the assumption that teachers who 
would accept the cu rri c ulum products would ho ld to a mo r e progressive 
educat ional philosophy. This f indin9 is cons istent with that assumpt ion . 
A co rrelati on of . 3 1 (.58 co rrect ed for attenuati on) was found between 
Unde r s tanding and Ph il osophy t est scores . Teache r s with scor es indi cat inq 
a prog ressive educat iona l phi losophy tended to have somewhat hiqher scor es 
on the Understand in9 of the NSS Sca le than did teachers with mo re t r adi -
tiona l lea nings , as indi cated by Ph i losophy Scale Scores. 
The negative corre la tion of -. 50 between dogmatism and philosophy 
scores s upports the contention in the Review of the Literature that dogmatic 
teachers wou ld tend to subsc ribe to traditional educat iona l philo-
soph ies. 
Ana lys is of Va ri ance--Seven Desc r iptive Va ri ab les 
The following seven t ab les are one-way ana lyses of va riance for 
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the descriptive va riabl es (except age, sex , and years of teach i ng exper-
ience) fo r which information was gathered, and scores on the fou r tests 
of Acceptance and Understanding of the New Socia l Studies , Dogmatism , and 
Educational Phil osophy . For the convenience of the r eade r, t he analyses 
are c luste red by descriptive var iabl e in the tables; each ta ble inc l udes 
fo r one descr ipti ve variable, the F-rati os , sign i f icance levels, N' s , 
means, and standa rd deviations for alI four tes ts. Where F-ratios were 
signifi cant, Scheffe tests were co ndu cted on a lI rair s of means. Any 
s ignifi ca nt differences between pairs of means are mentioned in the text . 
Unde rgraduate Major 
Table 16 r eports no s ign ifi cant diffe rences in accepta nce, under -
s t a nding, or philosophy mean scores amonq respondents grouped by unde r-
graduate major. A diff erence , s ignifi can t at the . 05 level, is r epor ted 
among the Dogmat i sm Sca le means. 
Scheffe tests conducted between every combination of means showed 
differences significant at the .01 level between soc iology (51 .0) and 
economics (63.6) dogmati sm means , and between socio logy and geography 
(59.3) dogmatism means. A d ifference significant at the .05 level was 
found to exist between geography and economics means. It should be noted , 
however, that the total N for those three undergraduate majors was 13. 
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Table 16 
Analyses of Variance of Means on Four Tests 
with Underg r aduate Major as the Independent Va ri ab le 
Sou r ce of Va r iance d. f. M. S. F P* 
Acceptance Sco r es 
Unde rgraduate Major 7 113.49 I . 43 NS 
Er ror Te rm 214 79 . 50 
Understanding Scores 
Unde r gr aduate Major 7 7 . 67 I .24 NS 
Er ro r Te rm 2 14 6. 16 
Dogmatism Scores 
Unde r gr aduate Major 7 380.75 2 . 43 .05 
Er ror Term 214 156 . 63 
Phi losop hy Scor es 
Underg r ad uate Major 7 69 . 16 .51 NS 
Er ror Te rm 214 135. 16 
Underg r aduate Acceptance Under standing Dogmatism Phi I osophy 
Major N Mean SD Mean SD Mean SD Mean SD 
History 78 86.3 9.9 II .4 2 . 3 49.4 12.9 60.0 13 . 4 
Pol it i ca I Sc ience 31 87. I 6 .8 II. 7 2 . 4 51 .4 12.6 60.5 10.9 
Sociology 4 93.5 3.7 12.0 2.9 41 .o 9. I 62.0 4 . 8 
Geog r aphy 4 83 . 5 2 . 9 12.0 2 . 2 59.3 9.7 60 . 0 I .4 
Economics 5 79.8 9.7 10.8 3.8 63.6 10.3 57.0 9. I 
Soc ia l Studi es 12 82 . 7 8.8 9 . 8 3.3 47.9 8.8 55.2 9.6 
Soc ial Sc ience 54 80.0 2 . 3 10.8 2.3 56.0 13.8 59.7 I I. 7 
Othe r 34 83.9 8.3 11.1 2 . 5 53 . 8 I 0 . 4 56 . 9 9.5 
*The c r itical va l ues necessa ry fo r significance at the .05/ . 01 
leve ls a r e : 2 . 05/2 . 73 with 7/200 d. f . 
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In I iqht of the sma l I N's for the mea ns found to be s iqnifi cant ly 
different , any concl us ions based on the diffe r e nces r eported in Table 16 
should be dr aw n with cauti on as the samples a re so sma l I t hat they may 
not represent adequate ly the popu lati on of majo r s. 
Master's Deg r ee ar ea 
From the sample of 222 , I 10 respond e nts had received maste r' s 
deg r ees in a va ri ety of soc ia l sc ience f ie lds and I 12 had no master's 
deg ree. Table 17 shows that no signifi cant diffe r ences were r eported 
amonq mean sco res on any of the four tests , reqardless of the ar ea in 
which the r espondents had rece ived the master ' s deq ree or whether they 
had none . 
Beca use virtua ll y 50 per cent of th e s amp le had not received a 
master ' s degree, we had , for this parti c ular va r iabl e , two qroups of nea rl y 
equal s ize. An ana lysis was r un to determin e whethe r teachers with 
master's degrees had a s ignif icantl y d if fe rent mean on any of the four 
t ests than did the i r col leagues with less fo rmal t r ain ing. 
Table 18 indicates t ha t no s ign if icant d iff e rences occurred between 
the mean scores fo r the two groups on Acceptance or Understanding o f the 
NSS or Educational Philosophy Sca les. A diffe r ence si gnifi ca nt at the 
.0 1 leve l was found between the dogmati s m mean sco r es of the two gr oups . 
Those without master' s degrees had a mea n dogmatism sco r e o f 54.5 , whi le 
the group hav ing ea rned the master's degree had a mea n dogmatism sco r e of 
50.3 . Low and Shaver ( 1971 , p. 28) repo r ted that seve r a l s tu dies of 
education and dogmatism had found that those with more forma l educat ion 
tended to be more openmind ed . 
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Tab le 17 
Analyses of Variance of Scor es on Four Tests 
with Master' s Deg ree Area as the Ind ependent Variable 
Sou rce of Variance d. f. M.S. F P* 
Accepta nce Scores 
Master's Area 8 38 . 48 .47 NS 
Error Term 213 82 .20 
Understandinq Scores 
Master's Area 8 79 .65 I .29 NS 
Error Term 213 6 1 .48 
Dogma tism Scores 
Ma ster's Area 8 272.73 I. 70 NS 
Error Term 213 159 .64 
Phi I osop hy Scores 
Master's Ar ea 8 97.38 .72 NS 
Error Term 2 13 134. 41 
Master ' s Area Acceptance Understan d in C) Dogmatism Phi I osophy 
N Mean so Mean so Mean so Mean so 
Hi s tory 44 80.6 22. 5 II .4 2.2 48. I 10.8 60.0 9 . I 
Pol. Sc ience 8 84.4 3 .2 I 0. 4 2.5 50 . I 16.7 54.3 7.3 
Soc iology 3 59.3 5.2 II. 7 2.6 43.7 8 . I 65.3 8.5 
Economics 2 84.5 20.5 14.0 I .4 57.0 2 . 8 53.5 6.4 
Psychology 5 71 .8 18.4 9.7 3.4 52 .7 7.9 51 .4 6 .7 
lnternat. Rei. 14 79.8 24.7 I 0. I 2.8 52.9 II . 7 60.6 9.2 
Socia l Science 22 80.7 17.5 II. 7 I. 7 55 .0 II .3 60.3 13.7 
Soc ial Studies 12 86 . 9 8.9 I I .8 3.3 47.5 9.9 64.0 I I . 4 
No Master's 112 80.2 20.2 II .0 2.6 54.7 13.8 58.5 12.5 
*The criti ca l values necessary fo r siqnif icance at the .05/.01 
levels are: I .98/2.60 with 8/200 d.f. 
Table 18 
Analyses of Variance of Scores on Four Tests with 
Master's Degree or no Master's Degree as the Independent Variables 
Sou r ce of Variance d. f. 
Acceptance Scores 
Master's/no Master's Degree 
Error Term 
I 
220 
Understandinq Scores 
Master's/no Master's Degree I 
Error Term 220 
Dogmatism Scores 
Master's/no Masi"er ' s Degree I 
Error Term 220 
Phi I osophy Sco res 
Master's/No Master's Degree 
Erro r Term 
I 
220 
M.S. 
77.63 
80.59 
66.41 
62. II 
1068.21 
159.62 
14 5.37 
133.02 
F P* 
.96 NS 
I .07 NS 
6.69 .01 
I .09 NS 
I 03 
N 
Acceptance 
Mean SD 
Unde r standlnq 
Mean SD 
Doqmat ism 
Mean SD 
Phi I osophy 
Mean SD 
Master's Deg r ee I I 0 
No Master's Deg. l 12 
8 1 .4 
80. I 
20.4 
20.2 
I I .3 
II .0 
2.4 
2.6 
50.3 
54.5 
II .3 
13.7 
60.2 
58.4 
*The cri~ica l values necessary for siqnificance at the .05/.01 
levels a re : 3.89/6.76 with 1/200 d.f. 
10.4 
12.6 
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Summer Institute attendance 
We a l so wished t o determ ine i f attendance at social s t udi es summer 
institutes sponsored by NDEA , NS F, or EPDA wou ld be s ign ifi cantly r e lated 
to th e r espondents ' acceptance and understandinq of the NSS sco r es in 
particu lar. Seventy teache r s in the samp le had attended at least one 
soc i a l studies summer in stitute , while 152 teachers had never received 
t hat kind of in- ser vice training. Table 19 reports no s ign if ica nt differ-
ence in mea n scores on any of t he fou r tests. 
We wanted to know whether the large group of respondents who had not 
attended a socia l studies summer i ns titute (N = 152) had significantly 
dif f erent means when compared to institute attender s as a group . Tab le 
20 presents the results o f analyses of var iance for teacher s who had 
attended at lea sT one s ummer in s titute in the soc ial stud i es a nd those 
who had never attended. Whet he r t eacher s had attended one or more 
soc ial studies summer institutes or had ne ver attended an institute was 
not signifi ca ntl y related to the mea n scores on any of the four tests . 
It should be noted that the s tandard deviations for the acceptance scores 
were fou nd to be s ign ifi cant ly different at the . 0 1 leve l when an F-ratio 
was computed. This indi cates greater dispersion among the mean accep t ance 
sco r es of teache r s who had attended s ummer social studies inst itutes. 
Application to summer ins t itutes 
Respondents were asked to indi cate if they had ever app l ied fo r a 
socia l studies summer institute, and if so , how many times . We thought 
it important t o learn if teachers who reported that they sought addi ti ona l 
in-service training would have significantly different scores on any of 
the fou r tests administered in this study. Table 21 indicates they did not. 
Table 19 
Analyses of Va ri ance of Sco res on Fou r Tests with 
Attendance at Summer Institutes as the Independent Va riabl e 
Source of Va ri ance D. F. M. S. F 
Acceptance Scores 
Att end ance at Summer Institute 4 48.56 .59 
Error Term 217 81 . 17 
Understand inq Scores 
Attendance at Summer Institute 4 2 . 86 .45 
Er ror Term 217 6.28 
Dogmati sm Scor es 
Attendance at Summe r Inst itute 4 49 .7 2 . 29 
Erro r Te rm 2 17 165.80 
Ph il osop hy Sco res 
Attendance at Summer In s titute 4 48. 14 .35 
Error Term 217 134 .64 
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P* 
NS 
NS 
NS 
NS 
Su mmer Inst itute Acceptance Unde r s t and inq Doqmatism Ph i I osophy 
Atte ndance N Mean SD Mean SD Mean SD Mean SD 
Never attended 152 82.2 17.9 II .2 2. 4 52 .7 12.5 59 . 8 II . 9 
NDEA 34 79 . 2 21 .4 II .5 2 .7 52 . 2 II . 6 57.2 10.4 
NSF 20 75.5 25.9 10. 9 2 .8 51 . 2 14.7 59.6 9 . 7 
NDEA & NSF 14 75 . 0 3 1 . 2 II . 5 2 .7 5 1.7 16 . 2 59 . I 13 .2 
NDEA , NSF & EPDA 2 88.5 2 .1 9.5 2. I 61 .o 2 . 8 6 1 .0 8 . 5 
*The c riti ca l values necessary for siqnificance at the .05/.01 
leve ls are: 2 .41/3.41 with 4/200 d. f. 
Tab le 20 
Ana lyses of Variance of Sco res on Fou r Tests with 
Attendance o r No Atte nda nce at Summer Soc i a l Stud ies 
Institut es as the Independent Va r ia bl e 
Source of Va ri ance d. f . M. S. F 
At tendance/no 
Error Te rm 
Attendance/ no 
Error Term 
Attenda nce / no 
Error Term 
Attend ance/no 
Error Te rm 
Att e nda nce/ 
No Attendance N 
Atte nd ance 70 
No Attendance 152 
Acceptance Sco res 
Attendance I . 03 . 004 
220 80 . 94 
Unde r s t a nding Sco res 
At tendance I . 35 . 056 
220 6 . 24 
Doqmat i sm Scor es 
Attendance I 22 . 14 . 13 
220 164 . 37 
Ph i I osophy Scores 
Atte ndance I 89 . 20 . 67 
220 133 . 27 
Acceptance 
Mean SD 
Unde r st and i ng 
Mean SD 
Dogmatism 
Mean SD 
77 . 7 
82 . 2 
24 .4 
17 . 9 
II . 3 
I I . 2 
2 . 7 52 .I 
2 .4 52 . 7 
13 . 3 
59.8 
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P* 
NS 
NS 
NS 
NS 
Ph i I osophy 
Mean SD 
58 .4 
59 . 8 
I 0.6 
II . 9 
*The criti cal values necessa r y for s ignifi cance at the .05/ . 0 1 
leve ls a r e : 3.89/6.7 6 with 1/200 d .f. 
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Table 21 
Analyses of Variance of Sco res on Four Tests with 
Application to Summer Institutes as the Independent Variable 
Sou r ce of Variance d .f. M.S. F P* 
Acceptance Scores 
App I i cation to Summer Institute 3 24.27 .29 NS 
Error Term 218 8 1 .35 
Understand ing Scores 
Application to Summer Institute 3 6.39 I .02 NS 
Er ror Term 2 18 6.21 
Dogmatism Scores 
Application to Summer Institute 3 52.! 4 .32 ~IS 
Error Te rm 2 18 165.27 
Phi I osophy Scores 
Application t o Summer Ins t itute 3 I II . 18 . 83 NS 
Error Tenn 2 18 133.37 
App I i cation t o Acceptance Unde r standing Dogmatism Ph i I osoph y 
Summer Institute N Mean so Mean SD Mean so Mean 
Never App I i ed 131 82.3 17.8 II .0 2.5 52.2 12.8 59.2 
App I i ed Once 60 78 . 0 24.4 II . 8 2 . 3 52 .3 II .8 60.5 
Applied Twi ce 23 77.9 24.3 10.9 2.9 52 .3 16.2 59.3 
Applied more than 8 82.3 8.0 9.9 2.8 57.5 6 . 9 51 . 8 
Twice 
*The critical values necessary for significance at the .05/.01 
levels are: 2.65 with 3/200 d.f. 
so 
12.2 
9 . 7 
12 . 3 
10.5 
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Membe r sh ip in professional o rgani zations 
Whether reported membership in professional orqanizations was r elated 
to degree of dogmatism, educat iona l philosophy, acceptance and under -
standing of the NSS was also exam ined . The findings in Tab le 22 indicate 
that reported professional memberships were not significantly related to 
teachers' mean scores on any of the f our tests. 
Analyses of Variance on Acceptance Scores with 
Se I ected Oeser i pt i ve Va r i abIes and Dogm'at i sm Category 
Age, sex , and yea r s of teaching experience are variables frequently 
examined and re ported in educat ional s t udies , pa rti cularly those concerned 
with attitudes toward teachi ng and teacher characteristics. S ince this 
study focused upon two teacher characteristics, degree of doqmatism and 
educational philosophy , and attempted to assess teacher attitudes about 
the NSS, a closer examination of the va ri ables identified above seemed 
j ust ified. Consequent ly age, sex , and years of experience were each 
used as independent va r iab les in two-way analyses of va riance with both 
dogmatism and educational philosophy as t he other independenT variab les. 
These analyses permitted a check on whether age, sex, o r years of teaching 
experience interac ted wi th e ither dogmatism or philosophy to affect means 
on the Acceptance or Understanding of the NSS Scales. Resu lts usinq 
Dogmat ism as an independent variab le with the Acceptance of the NSS 
Sca le as the dependent variable are r eported next, followed by the same 
analyses with Unde r standing o f the NSS Scale as the dependent variable. 
Then the same patter n of ana lys is with acceptance and unde r stand ing 
scores wi I I be reported again, but with educational philosoph y replac ing 
dogmatism as an independent variable. 
Tab le 22 
Analyses of Variance of Scor es on Four Tests with 
Membership in Professional Organizations as the Independent Variable 
Sou rce of Variance d. f. M.S. F P* 
Acceptance Scores 
Professiona l Membership 5 45.32 .56 NS 
Error Term 216 81 . 44 
Unde r standing Scores 
Profess iona l Membership 5 84.81 I .37 NS 
Error Te rm 216 61 .64 
Dogmatism Scores 
Professiona l Membership 5 174.5 1 I .07 NS 
Error Term 2 16 163.54 
Ph il osop hy Sco res 
Professional Membership 5 61 .30 .45 NS 
Error Term 216 134 . 73 
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Profess ional 
Membership N 
Accep tance Understanding 
Mean SD Mean SD 
Doqmatism 
Mean SD 
Phi I osop hy 
Mean SD 
Teacher s ' Assn. 94 83.8 12 . I II . 2 2 . 4 51. 7 I I. 8 58.8 II .8 
Soc. Stu. Org. 9 65.4 25.9 12. I 2 .4 48.3 II .0 66.6 12.8 
TA & SS Org . 80 78.4 23 . 3 II .6 2 .4 53.6 13.9 58 . 5 II. 5 
TA & Lea rned Soc. 5 87.0 7.0 II .0 4 . 3 60.0 7.9 59.4 9. I 
ss Org., TA & LS 28 78.8 26.7 I 0. I 2.7 52 . 7 13.6 59.9 11 . 1 
No Prof. Or g. 6 91.5 5.2 9.8 I .8 50 .3 15.1 65 .0 17.7 
*The c ritical va l ues necessa r y for s ignificance at t he .05/.01 
leve ls are: 2.26/3. I I with 5/200 d.f. 
II 0 
Dogmat ism, sex, and acceptance 
The distribu tion of dogmatism sco res of alI r espondents was divided 
into thirds to pr ovide a tr ichotomy of high, medium, and low dogmatic 
categories as one independent variable. For the first analysis, sex was 
the other independent va riable and acceptance scores were the dependent 
variable. 
Table 23 shows that the mean acceptance scores of males and females 
(86.0 and 86 . 3 respectively) were not significantly different. 
Table 23 
Analysis of Variance of Acceptance Scores with 
Sex and Dogmatism Category as Independent Variables 
Source of Variance d. f. M.S. F 
Sex I 2.06 .03 
Dogmatism Trichotomy 2 1335.32 19.87 
Sex X Dogmatism Trichotomy 2 33.32 .49 
Error Term 216 67. 19 
Dogmatism Trichotomy Male Female 
Low Dogma t i c 87.6** 89.5 88.5 
Medium Dogmatic 87.8 87.4 87.6 
High Dogmatic 82.5 82. I 82.3 
86.0 86.3 
S.D. 2.4 2.6 
P* 
NS 
.01 
NS 
S.D. 
8.4 
8.3 
7.7 
*The critical values necessary for significance at the .05/.01 
levels are: 3.89/6.76 with 1/200 d.f.; 3.04/4.71 with 2/200 d.f. 
*'*The means in this and the to I I ow i nq tab I es reported are adjusted 
for any differences inN's for the groups whose means are being compared 
as wei I as for any other variables as covariates. The Standard Deviations 
are unadjusted. 
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Acceptance Sca le means fo r the dogmati sm trichotomy qroups were 
significantly diffe rent at the .01 level. Us i nq the Scheffe method 
(Ferguson, 1966 , p. 296) , it was found that differences s ign i ficant at 
the .01 level exis ted between low dogmat ism (LD) and hiq h dogmatism (HD) 
a nd medium dogmatism (MD) and HD doqmat i sm category means, with no 
s ignificant difference between the LD and MD cateqor y means. 
There was no significant interaction (F = .49) between sex and 
dogmatism in affecting accepta nce scores. That is, the withi n ee l I means 
were not different from what wou ld be expected lookinq at the main effect 
mea ns . 
Dogmatism , age, and acceptance 
The next ana lysis used the same dogmat ism tr ichotomy and age as 
ind ependent variables. Table 24 indicates that the difference among the 
acceptance means for the va ri ous age group ing s was not signi fi cant . 
There was, however, again a differe nce, s iqnificant at the .01 level , among 
the means for t he dogmatism tri chotomy . Scheff e tests conducted on the 
t r ichotomy main effect means showed that differences sign ificant at the 
.0 1 level ex is t ed between LD and HD means and MD and HD means, whi le 
there was no s ignifi can t d iff e rence between LD and MD mea ns . 
The inte ract ion between age and dogmat i sm was not s iqnifica nt 
(F . 73) . 
Dogmatism, yea r s of teaching experience, and acceptance 
Years of teaching experience were not s iqnificantl y r e lated to mean 
scores on the Acceptance o f t he NSS Scale (Table 25). Again, howeve r, the 
dogmatism tri c hotomy means differed signifi cantly at the .01 level. 
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rab le 24 
Analysis of Var iance of Acceptance Scor es wi l h 
Age and Dogmatism Ca t ego r y as Independent Va r iab les 
Sou r ce of Va r iance d. f. M. S. F 
Age 7 137 . 44 .01 
Dogmati sm Tri chotomy 2 1439.93 22.08 
Age X Dogmatism Tr ichotomy 14 48.05 . 73 
Error Te rm 198 65.20 
Age Categori es 
21 - 25 26- 30 31-35 36- 40 4 1-45 46- 50 over 
LD 91 . 7 86 . 0 92 . 0 88 . 4 89.8 86 . 6 85.6 
MD 86. I 84 . 0 84.6 88 . 3 87 . 8 89 . 6 85 . 6 
HD 92.0 87 .o 87.0 84. 9 84 . I 87 . 7 60.3 
89.9 85.7 87 . 3 87 . 2 87.3 88.0 77.2 
so 9 . 9 8 . 5 8.9 8 . 9 8 .1 7 . 8 8 .4 
P* 
NS 
.01 
NS 
50 
88.5 
87 . 6 
87 . 3 
*The c ri tica l values necessa r y for s ignif icance at the .05/ . 0 1 
leve ls a r e : 3.04/4 . 71 with 2/200 d.f.; 2 . 05/2.73 with 7/200 d . f. ; 
I . 80 / 2.28 with 14/ 200 d .f . 
Table 25 
Analysis of Variance o f Accep t ance Scor es with 
Experi ence and Dogmat i sm Category as Independent Va ri ables 
Sou r ce of Variance d. f. ~~. s. 
Exper ience 7 127 . 8 1 I . 94 
Dogmat i sm Tr ichotomy 2 434.54 6 . 75 
Experi ence X Dogmatism Trichot omy 14 47.47 . 73 
Error Te rm 198 64. 3 1 
Yea r s of Teac hing Ex pe ri e nce 
1-3 4- 6 7-10 11-1 5 16- 20 ove r 20 
P* 
NS 
.0 1 
NS 
so 
8 . 4 
8.3 
7 . 7 
so 
LD 9 1 .3 90.9 90 . 2 9 1 .o 90 . I 85 . 2 89.7 8 . 4 
MD 89. 3 88 . 3 87.9 86 . 2 88 . 2 87 . 0 87 . 8 
HD 82.0 84 . 6 82 . 2 79 . 2 74. 1 75 . 3 79.6 
87 .5 87 . 9 86 . 7 82 . I 84. I 82 . 5 
so 8 .4 9 . 9 8 .9 8 . 0 8 .4 8 . 6 
*The c ri tica l valu es necessa r y for s ign ifi cance at the .05/ .01 
levels ar e : 3 .04/ 4.71 with 2/200 d .f.; 2 . 05/2 . 73 with 7/200 d. f. ; 
I . 80/2 . 28 wi th i4/200 d . f . 
8.3 
7 . 7 
I 13 
Sc heff e tests cond ucted on the trichotomy main effect means showed 
d iff e r ences s ignificant at the . 01 leve l between LD and HD means, and MD 
and HD means, with no s ignificant difference between LD and MD main effect 
means. No s ignif icant interaction (F = .73) was r eported between dogmatism 
and the experience categories . 
Analysis of Variance on Understanding Scores with 
Se lected Descriptive Va riable s and Dogmatism Category 
Tables 26, 27, and 28 r eport analyses of variance with understanding 
scores as the dependent va riable and with e ither age , sex , or years of 
teaching exper ience as an independent va riable along with the Dogmat ism 
trichotomy. 
Dogmatism , sex , and understanding 
Tab le 26 reports no signifi cant diffe r ence between the adjusted 
mean Unde r standing Scale scores of males and females. Although there 
was a difference , barely signi ficant at the . 05 leve l, on the Dogmatism 
trichotomy, Schef fe tests conducted on alI pa i rs of main effect means 
fa i I ed to produce significant differences. It shou I d be noted, howeve r, 
that the Scheffe test is ve ry rigorous, leading to fewer s ignificant 
diffe r ences th an other tests of significance (Ferguson , 1966, p. 297). 
No significant interaction (F = .62) was found between dogmatism and 
sex in affecting understanding scor es . 
Dogmatism, age, and understanding 
Ta b le 27 indicates there was no diffe r ence amonq the various aqe 
groups' mean understanding of the NSS scores . The main effect dogmatism 
trichotomy means again d iffered sign i fi cant I y at the . 0 I I eve I . In 
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Tab le 26 
Analysis of Variance of U nde rstandin~ Sco r es with 
Sex and Dogmatism Categor y as Ind ependent Variables 
Source of Variance d. f. M.S . F 
Sex I II . 89 I .98 
Dogmatism Trichotomy 2 20 . 98 3.28 
Sex X Dogmatism Trichotomy 2 3.80 .62 
Error Term 216 6.07 
Dogmat ism Trichotomy Ma l e Fema le 
Low Dogmat i c 10.9 II .6 II .3 
Medium Dogmat ic 11.1 II. 7 II .4 
High Dogmatic 10 . 9 10. 9 10.9 
10 .9 II .4 
S.D. 2.4 2.6 
P* 
NS 
.05 
NS 
S.D. 
2.2 
*The c ri tica l va lu es necessary fo r significance at the . 05/ . 01 
levels ar e: 3.89/6 . 76 with 1/200 d.f.; 3 . 04/4 . 71 with 2/200 d.f. 
Table 27 
Analysis of Va ri a nce of Unde r sta nding Scores with 
Age and Dogmatism Categor y as Independent Va riab les 
Sou r ce of Variance d. f. M. S. F 
Age 7 7 . 49 I . 27 
Dogmat ism Trichotomy 2 24 .78 4 . 73 
Age X Dogmatism Trichotomy 2 9 . 14 I . 53 
Error Term 198 5.87 
Age Categori es 
21 - 25 26-30 3 1-35 36-40 41-4 5 46-50 5 1- 55 
LD II .3 12.0 11.1 10 .3 10.1 11.1 13. 5 
MD II. 6 12.4 10.3 II .5 9.8 13.2 10.3 
HD 12.2 10.4 II . 0 II .2 10. 0 8.9 9.4 
II . 7 I I . 6 10. 8 II . 0 10.0 11.1 II . 0 
S.D. 2 . 7 2.5 2 . 0 2 .4 3 . I 2 . 0 2.4 
*The c ri tica l values necessa ry fo r si~nif i cance at the 
P* 
NS 
.01 
NS 
over 55 
10 . 5 I I .3 
12.2 I I .4 
8.4 10.2 
10.6 
3 . 5 
.05/.01 
I eve Is a re: 3 . 04/4 .71 with 2/200 d.f.; 2.05/2.73 with 7/200 d.f. 
so 
2.2 
2.3 
2 . 7 
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contrast to the results in the previous ana lysis , Schefte tests indicated 
that differences signif icant at the .01 level existed between LD and HD, 
and MD and HD means, whi le there was no siq ni ficant difference between 
the LD and MD means. There was no signif icant interaction (F = .62) 
between sex and dogmatism. 
Dogmatism , yea r s of experience , and understanding 
Yea r s of teaching experience were not significantly r elated to the 
mean understanding of the NSS sco res. As has been consistently the case , 
however, a diffe rence signif icant at the .01 level was found among the 
dogmatism trichotomy main effect means. Scheffe tests confi rmed again 
that differences at the .01 level existed between LD and HD, and MD and 
HD main effect means, while there was no significant difference between 
LD and MD means . Again, the interaction effect was not s ignificant. 
Table 28 
Analysis of Variance of Understanding Scores with 
Dogmatism Categor y and Expe rience as Independent Variables 
Sou r ce of Variance d. f. M. S. 
Experience 7 6.00 .99 
Dogmatism Trichotomy 2 36 . 24 5.91 
Experience X Dogmatism Trichotomy 14 5 .05 .80 
Error Te rm 198 6 . 13 
Experience Categori es 
1-3 4-6 7-10 Il-l 5 16-20 21 - 25 26- 30 over 30 
LD II .9 12.0 II. 7 10.5 10.9 11. 0 13.0 14 . 0 11.9 
MD 12 . 4 II. 5 10.7 II . 4 I I .0 12.3 13.0 I I . 0 I I. 7 
HD 10. 8 I I .9 10.6 10.4 9.7 10.6 7.0 9.3 10.1 
II. 7 I: .8 I I. 0 10.8 10.5 II . 3 II .0 II . 4 
S.D. 2.5 2.5 2.2 2.7 2.4 2.3 3 . 8 2.7 
P* 
NS 
.01 
NS 
S.D. 
2 . 2 
2.3 
2.7 
*The critical va lues necessa r y for significance at the .05/.01 
levels are: 3.04/4.71 with 2/200 d.f.; 2.05/2.73 with 7/200 d . f.; 
I .80/2.28 with 14/200 d. f . 
Ana lyses of Variance on Acceptance Sco res with Se lected 
Desc riptive Var iab les and Philosophy Cateqory 
11 6 
At the outset of this s tudy , it wa s hypothesized that one of the 
cha racte ri stics of the teacher which might be related to his abi I ity to 
accept and understand the rationales of the NSS was his educational 
ph ilosophy (see discussion , Chapters II and Ill) . In the following 
section , we r eport analyses of sex , age, and yea rs of teachinq experience 
to determine if they interact significantly with teachers ' philosophy to 
af fect sco r es on the depende nt va ri ables . 
Educational philosophy, sex, and acceptance 
Table 29 indicates that males and fema les do not diffe r significantly 
in thei r mean acceptance scor es . Ther e were d i ffe r ences , significant at 
the . 01 leve l between the ph i losophy t ri chotomy ma in effect means . Scheffe 
Table 29 
Ana lys is of Varia nce of Acceptance Sco r es wi th 
Sex and Ph i losophy Categor y as Independent Variables 
Sou r ce of Va ri ance 
Sex 
Phi I osop hy Trichotomy 
Sex X Phil osophy Tri chotomy 
Error Term 
Ph il osophy Tri chotomy 
Low Phi I osophy 
Med i um Philosophy 
High Ph il osophy 
S. D. 
d. f. 
I 
2 
2 
216 
Ma le 
78 . 6 
87 . I 
91 . 8 
85.8 
9.2 
M. S. 
19.96 
2634 . 22 
30 .70 
5 1.54 
Female 
78.5 
89.4 
9 1 .5 
86 . 5 
8 . 4 
F 
.38 
5 1. 12 
. 59 
78 . 5 
88.3 
9 1 . 6 
P* 
NS 
.0 I 
NS 
S . D. 
7.7 
6.7 
7 .0 
*The c ri tica l va lues necessa r y fo r signif ica nce at the . 05/ . 01 
levels ar e: 3.89/6 . 76 with 1/200 d . f.; 3.04/4 . 7 1 wi th 2/200 d.f. 
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tests showed difference s s ignificant at the .05 leve l between low philosophy 
(LP) and medium philosophy (MPl and LP and h igh philosophy CHPl cateqory 
means, with no sign i ficant difference between MP and HP means. The inter-
action effect (F ~ .59) was not s ignificant. 
Educational philosophy, age, and acceptance 
As was the case when dogmatism was t he independent va r iable, aqe was 
not significantly related to acceptance means . There were differences, 
significant at the .0 1 level , between philosophy trichotomy main effect 
means. Scheffe tests indicated that LP and MP , and LP and HP main effect 
trichotomy means diffe r ed sign i f icantly at the .01 level , whi le there was 
no sign i f icant diffe rence between MP and HP means . The interaction 
between age and ph i losophy was not s ign i ficant (F ~ . 66) . 
Table 30 
Ana lysis of Var iance of Acceptance Scores with 
Age and Ph il osophy Category as Independent Va r iables 
Source of Variance d 0 f. M. S. F 
Age 6 112 . 2 1 2 .03 
Philosophy Trichotomy 2 2422 . 14 47 .90 
Age X Philosophy Tr ichotomy 12 33.38 .66 
Error Te rm 20 1 50.35 
2 1-25 26 30 31 - 35 36 40 41 - 45 46 50 ove r 50 
Age Categor ies 
LP 80 . 5 79.4 8 1 . 6 80 . I 79 . 7 75.5 75.6 79 . 2 
MP 88 . 5 86.9 88 . 0 92 . 4 89 . 4 86.0 87.2 88 . 4 
HP 95.6 93 . 2 93 . 5 9 1 . 5 9 1 .4 88 . 9 83 . 6 91 .I 
88.2 86 . 5 87.7 88 . 0 86.7 83 . 5 82.2 
S. D. 9 .9 8.5 9.0 9 . 0 8. I 7.8 I 0.4 
P* 
NS 
.01 
NS 
S.D. 
7.7 
6 . 7 
7.0 
*The c ri tica l va lues necessa r y fo r sign i ficance at the . 05/ . 01 
levels a re : 3.04/4.71 with 2/200 d.f . ; 2 . 14/2.90 with 6/200 d . f.; 
I . 80/2 . 38 wi th 12/200 d . f . 
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Educat io nal phi losophy, yea r s of experience, and acceptance 
No s igni ficant r e lat ionship between the yea r s of teaching experience 
and the acceptance score of the r espondent was found, as reported in Table 
31. There was a difference, significant at the .01 level , between the 
main effect means on the philosophy trichotomy. 
Scheffe t ests showed a dif f e r ence be t ween LP and MP main effect 
mean s s ign if ica nt at the . 05 level, while the difference between LP 
and HP mean s was significant at the .01 level. There was no sign i ficant 
diffe rence between MP and HP main effect means. No s ignificant inter-
act ion (F = .78) was found between experience categor ies and philosophy 
in affecting acceptance scores. 
Tab le 31 
Analysis of Va ri ance of Accepta nce Sco res wi th 
Experi ence and Ph il osophy Category as Ind epe ndent Va riabl es 
Source of Va riance d. f. M.S . F 
Experience 5 163.55 3.34 
Phi I osophy Tri chot omy 2 2852 .39 58.20 
Experience X Phi I osop hy Trichotomy 10 37.93 . 78 
Error Term 204 49.01 
Experience Categori es 
1-3 4- 6 7-10 11-15 16-25 over 25 
LP 80.5 81. I 79.4 81 .o 75.0 74.7 78.6 
MP 87.8 87.8 91 .0 88.8 90.2 85 .0 88 .4 
HP 92.9 94.7 93 .5 93.3 86 . 6 87.4 91 . 4 
87.0 87.9 87 . 9 87.7 84. 0 82 .4 
S.D. 8.4 9 . 9 9.0 8 . 0 8 . 4 9.0 
P* 
NS 
.0 I 
NS 
S. D. 
7.7 
6 .7 
7 .0 
*The c ri t ica l values necessary for signifi cance at the .05/.01 
leve l s are: 3 .04/4 . 71 with 2/200 d. f .; 2.26/3. I I with 5/200 d.f.; 
I .87/2 .41 with 10/200 d.f. 
An a lysis of Vari ance on Understandinq Sco r es with 
Se lected Desc riptive Va ri ab les a nd Phil oso phy Catego r y 
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Tab les 32 , 33 , and 34 r e port ana lyses of va riance with unde r s tandinq 
scores as the dependent va ri ab le and with e ither aqe , sex , or yea r s of 
teaching experi ence as an independent variab le along wi th the philo sophy 
trichotomy . 
Ph il osophy, sex, and understand ing 
Table 32 repo r ts no signifi cant diff e r e nce between th e ad ,justed mean 
Understa nding Sca le scores of males and femal es. Dif ferences significant 
at the .0 1 level we r e reported on the Philo sop hy tri chotomy . Sche ffe 
tests conduct ed between each pai r of tri c hotomy main effect means revealed 
thaT diffe r ences sign ifi ca nt at the . 0 I I eve I exis ted between LP and HP, 
Table 32 
Analysis of Va ri ance of Unders t a nding Sco r es with 
Sex and Ph il osophy Categor y as Independent Va ri ab les 
Source of Va ri ance d . f. M.S. 
Sex I 15.78 
Philosophy Trichotomy 2 35. 51 
Sex X Phi I osop hy Tr ichot omy 2 2.23 
Error Term 2 16 5.81 
Ma le Fema le 
LP 9 .97 10. 6 1 10.29 
MP II .1 8 12 . 17 II . 67 
HP II .52 I I. 72 II .62 
10.90 II. 50 
S. D. 2.4 2 . 6 
P* 
2.71 NS 
6. II . 01 
. 39 NS 
S.D . 
7.7 
6 . 7 
7.0 
*The c riti ca l values necessa ry for significa nce at the .05/.01 levels 
are: 3.89/6.76 with 1/200 d.f .; 3.04/4.71 with 2/200 d.f. 
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and LP and MP main effect means , while no s iqni f ica ni difference was 
found between MP and HP mea ns . The interaction (F = . 39) between sex and 
ph ilosophy was not s iqnifi cant . 
Educational philosophy, age , and understandinq 
No significant difference was found among the mean understandinq 
scores of respondents in various age categories. The r e were differences, 
sig ni f icant at the .05 level , between phil osophy tri chotomy main effect 
means. Results of Scheffe tests conducted between a lI pairs of main 
effect means diffe r ed s ignificantly at the .01 level, whi Is tnere was 
no siqnificant difference be tween MP and HP main effect means. The 
interaction (F = 1. 89) was not s ignifi cant. 
Table 33 
Analysis of Variance of Unde r standing Sco res with 
Age and Ph il osop hy Categor y as Independent Va r iab les 
Source of Variance d. f. M.S. F P* 
Age 6 3.93 . 70 NS 
Phi losophy Tr ichot omy 2 31 .28 5.60 .05 
Aqe X Ph ilosop hy Tri chot omy 12 10.4 1 I .89 NS 
Error Term 201 5.58 
Age Catego ri es 
2 1-25 26-30 3 1-35 36-40 41-45 46- 50 over 50 
LP I I . 8 10.9 10.4 9.4 9.0 10.3 10.9 10.4 
MP II .2 II . 8 12.0 II . 8 13.4 I I. 5 9 . 7 II .6 
HP 10.9 12 .4 12.4 I I .9 9.8 II . 6 12 .0 11.6 
II .3 II. 7 II .6 I I .0 10.8 10.7 10.9 
S.D. 2.7 2.5 2.5 2.4 3 . I 2.0 2 .4 
*The c r itical values necessa r y for significance at the .05/.01 
level s are: 3.04/4.71 with 2/200 d .f. ; 2 .14/2.90 with 6/200 d.f.; 
I .80/2.28 with 12/200 d.f. 
S. D. 
7.7 
6.7 
7.0 
12 1 
Educationa l philosophy , years of experience, and unde r stand ing 
The number of years a respondent has been teach ing is not sign i f icantly 
r elated to his unde r standing of t he NSS , as reported in Tab le 34 . The tabl e 
also r eports significant differences between the philosophy tr ichotomy 
mai n effect means at the .01 leve l. Sche f fe tests ind icated diffe r ences 
s ignifica nt at the .01 level between LP and MP , and LP and HP main 
ef f ect mea ns. There was no s ign if icant difference between MP and HP 
means. Again, there was no significant interact ion (F = I .30) . 
Table 34 
Ana lys is of Va ri ance of Und e r standing Scor es with 
Exper ience and Philosophy Categor y as Independent Va ri ables 
Sou r ce of Variance d. f. M.S. r p• 
Experience 5 6.90 I .03 NS 
Phi losophy Tri chotomy 2 34 . 66 6 . 05 . 0 1 
Expe ri ence X Phi I osophy Tri chotomy 10 7.49 I .30 NS 
Er ror Te rm 204 5. 72 
Experi ence Categori es 
1-3 4-6 7- 10 11-15 16- 25 ove r 25 S.D. 
LP II. 5 I I .3 10.3 9.4 9 . 0 10 . 8 I 0.4 7 . 7 
MP II. 7 12.6 10.8 12.3 11.1 10 . 8 I I .6 6 .7 
HP 12 . 0 I I . 4 12.4 II .4 I I .6 II .0 II. 7 7.0 
I I. 7 II .8 II .2 II .0 10.6 10.9 
S.D . 2.5 2 .4 2 .2 2.7 2 .4 2.3 
*The c riti ca l va lues necessa r y for signi fi cance at the . 05/ . 01 
levels are: 3 . 04/4.71 with 2/200 d . f.; 2 . 26/3 .11 wi t h 5/200 d . f.; 
I. 87/2.4 1 with I 0/200 d. f. 
Dogmatism and Philosophy Interaction with 
Acceptance and Understanding Sco r es as Dependent Variables 
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In additi on t o examining the relati onships between respondents ' 
acceptance and understanding of the NSS and their degree of doqmatism 
and educational ph i loso phy, we wished to determine whethe r there was a 
significant interaction between the philosophy and dogmatism trichotomies. 
Tab!e 35 is a two- way analysis of variance with dogmatism a nd philosophy 
t ri chotomies as the independent variables and acceptance sco res as the 
dependent var iab le. Differences sign i fi can t at t he .01 leve l a r e 
reported for acceptance scores on both the dogmat ism and philosophy 
t ri chotom ies. Th is, of course, is consistent with r esults repor ted on 
every tab le where acceptance sco r es we r e the dependent variable and the 
dogm~ti sm or ph i losor hy trichot omies we r e independent va ri ables. 
Table 35 
Analysis of Variance of Acceptance Scores with 
Dogmatism and Phi losophy Trichotomies as Independent Va r iables 
Source of Variance d 0 f 0 M. S. F 
Dogmatism Tri chotomy 2 534.35 I I . 26 
Philosophy Trichotomy 2 2185.38 41 . 87 
Dogmatism X Ph i losophy Tr ichotomy 4 17 . 76 .38 
Error Te rm 2 13 46.58 
Phi I osophy 
Low Medium Hiqh 
Low Dogmatism 80.9 90.4 93 . 8 88.3 
Med ium Dogmati sm 81 .0 89 . 7 91 .4 87.3 
High Dogmatism 76. 8 84 . I 87 . 2 82.8 
79.6 84. I 90.8 
S. D. 7.7 6 . 7 7 . 0 
*The c r itical values necessa r y fo r significance at the .05/ . 01 
level s a r e: 3.04/4.7 1 with 2/200 d.f.; 5.63/13/46 with 4/ 200 d . f. 
P* 
.0 1 
.01 
NS 
S. D. 
8.4 
8 .3 
7 . 7 
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Scheffe tests conducted on the dogmatism trichotomy main effect 
means show differences sign ificant at the . 01 level between LD and HD, and 
between MD and HD main effect means. There was no s ignificant difference 
between LD and MD means. When Scheffe tests were conducted between the 
pairs of means on the philosophy trichotomy, it was found that diffe rences 
significant at the .01 level occu rred between LP and HP , and MP and HP 
ma in effect means . There was no s ignificant interaction between the 
dogmatism and philosophy trichotomies . That is, the within eel I acceptance 
means are as would be expected , given the mean effect means for each 
t r ichotomy. 
Table 36 is a two-way analys is of va r iance with dogmatism and phi lo-
sophy t ri chotomies as the independent va ri ables and unde r standing sco r es 
as the dependent variable. There was no s ignifi ca nt diffe rence between 
Table 36 
Analysis of Variance of Understanding Scores with 
Dogmat ism and Phi losophy Trichotom ies as Independent Variables 
Sou r ce of Variance 
Dogmati sm Trichotomy 
Philosophy Trichotomy 
Dogmatism X Ph il osophy 
Error Term 
Low Dogmatism 
Med ium Dogmatism 
High Dogmat i sm 
S. D. 
Low 
10.4 
10 . 5 
10.1 
10.3 
2.4 
d. f. 
2 
2 
Trichotomy 4 
2 13 
Phi I osophy 
Med ium 
I I . 8 
12 . 0 
10. 9 
I I .4 
2.4 
M. S. 
6.55 
37.55 
I .4 7 
5. 89 
Hi h 
II . 8 
I I .8 
II .4 
I I. 7 
2 . 6 
F P* 
1. 11 NS 
6.38 .01 
.25 NS 
S. D. 
II . 3 2 . 3 
II .4 2 . 3 
10.8 2.7 
*The critica l values necessary for significance at the .05/.01 
levels are: 3.04/4.7 1 with 2/200 d.f. ; 5.63/ 13/46 with 4/200 d.f. 
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dogmatism trichotomy means. A difference s ignificant at the . 0 I I eve I 
was r eported for the ph il osophy trichotomy means. Scheffe tests 
computed between the philosophy trichotomy main effect means showed 
differences s ignif icant at the . 01 level between LP and MP , and LP and 
HP main effect means and no s ign ificant difference between MP and HP 
means. Ther e was no significant interaction between dogmatism and philo-
sophy . Again, the lack of inte raction indi cates the within eel I means 
a r e as would be expected, given the main effect means of both trichotomies. 
Summa ry of Findings 
Pea r son product- moment correlations were computed to determine the 
~ -G.U~ 
deqree of the r elationship between the ~on the four tests used in 
th i s study--Acceptance of the New Social Stud ies, Unde r standing of the New 
Soc ial Studies , Dogmatism, and Ed ucat ional Philosophy. The co rrelations 
between the variables were sign i ficant at either t he .05 or .01 leve ls , 
as discussed following Tab le 15. 
One-way ana ly ses of variance were conducted on seven descriptive 
va riabl es with the means on each of four tests as dependent variables. 
When teachers were grouped accor ding to several descriptive variables, and 
analyses of mean scores on the four tests ca r ried out, t he only siqnifi-
cant differences amonq group means were on the Dogmat i sm Scale and unde r-
gr aduate major (P < .05) and Dogmatism Scale and t~aster ' s Degr ee/no 
Master ' s Deg ree (p < .0 1). 
Two- way analyses of variance were computed using aqe , sex , or years 
of experience as independent variables and either dogmatism or phi losophy 
as the othe r independent variable , with each of the four tests as the 
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dependent variable. Results were found to be uniformly consistent. No 
significant differences were found amonq the acceptance or understanuin~ 
mean scores of teachers ~rouped by sex, age, or years of experience. 
Every analysis with either the dogmatism or the philosophy tricho-
tomies as an independent variable, with acceptance scores as the dependent 
variable, differences significant at the .01 level were reported between 
the trichotomy main effect means. With understanding scores as the 
dependent variable, in every analysis differences significant at either 
the .05 or .01 level were found amonq dogmatism or philosophy trichotomy 
main effect means. 
No sign ifica nt interactions were found between any combinations of 
independent variables with either acceptance or understanding scores as 
the dependent variable, including an analysis with the dogmatism and 
philosophy trichotomies as the independent variables. 
The findings reported in this chapter wil I be discussed in relation 
to the hypotheses upon which the study focused in the discussion of 
results in Chapter V. 
CHAPTER V 
DISCUSSION OF RESULTS , CONCLUSIONS , AND RECOMMENDATIONS 
Di scussion of Results 
Th is study was prompted by the app arent lack of impact that the 
so- ca l led New Socia l Stud ies projects have had upon teachers in the 
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field and by extension, upon the s tudents they are cha rqed with pr epa rinq 
to operate effectively in a pluralistic society. 
Over the past two decades soc ia l studies has come unde r sharp attack, 
from both the political ri ght and let t. Many rightists insist that the 
th r us t of the social studies curriculum should be to instil I in youn9 
people a respect of past accomp li s hments, and to teach that our elected 
leaders were and are exempla rs of truth, morality , and unerr in9 leader-
sh ip abi I ity . It is cla imed that t he nati on ' s schools a re not traininq 
younq peop le to value the ri ch he ritage whi c h has made America unique 
among modern nation states. Some leftists c riticize the content of the 
social studies because the materials emphasize just those facet s the 
riq htists c la im are neql ected . At the same t ime. they insist that you nq 
people must be made awa re that reco rded events have, for the most pa rt, 
refl ected the biases o f the histor ians and social sc ientists wh o , they 
cla im, pr esent a warped perspective of the nati on's role in t he events of 
the community of man . 
Some cr iticisms have pe r haps been justified, as the sequence of 
social studies cou r se otterin9s which was recommended by the Committee on 
the Socia l Studies in 1917 went relativel y unchanged and unchal lenqed unti I 
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afte r Worl d War I I . Then , fo ll owing science and mathematics cu rr iculum 
deve lopment unde r gove r nment ausp ice s in the wake of Sputn ik, funds 
became available fo r cu rr iculum deve lopment in soc ial studies in the 
ea rl y 1950 ' s- - Project Social Studies r esulting in th e New Social Studies 
(NSS). 
Unt i I that t ime many soc ial studies t eacher s had emphas ized citizen-
ship education as the centra l goal of soc ia l studies instruction . But 
citizenship educati on was t ran s lated into the common practice of havinq 
every student "l ea rn" abou t those events which have s haped American ideals 
and exp lain the bases for the heritaqe t hey we r e urqed to cherish and 
foste r. On the other hand, the NSS projects have aimed to have students 
examine the ca uses and effects of present and past policies and decisions . 
Ra ther t han merely presenting accou nts se lected by hi sto ri ans and othe r 
soc ia l sc ienti sts , the st ra tegy has been shifting to pr esent inq alterna-
t ive in te r pretations desiq ned to spa rk quest ions f rom students , and to 
make it poss ib le for them to evaluate data f rom an emp iri cal stance. To 
many of the contemporary cu rri culum developers , the maj or conce rn has been 
to educate students to make rational dec isions about the controvers ial 
issues fac ing the society . 
The NSS projects were des igned t o add new dimensions to the 
methodology and co ntent of v irt ually alI K-1 2 soci al science cou r se 
offer ings . Many of the projects were di scussed and rev iewed in a 
pr evious chapter (see Chapter I I 1). Most of t he Project Social Studies 
cu rri cula have been completed--it is j ustified to expect that the r esults 
of yea r s of resea rch and deve lopment; fi e ld testinq and review; in- servi ce 
traininq a nd pub I ic ity throuqh local, r egiona l, and nationa l t ra ininq 
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institutes; would result in visible, mea surable chanqes in soc ial stud i es 
programs across the country. Because many cur ri cu lum leaders think that 
significant changes in the approach to socia l stud ies in the class r oom 
have not occurred, it seemed important to see k plausible reasons why 
teachers may be continuing to structure their instruction around tradi-
tional approaches . Too often , it appears , the cur ri cu lum st ilI fai Is to 
value and deal with legit imatel y the questions students wish to raise 
conce rning issues t hey cons ider to be v ita l to the soc ietv in which they 
wil I soon be accepted as cit izens. 
The re are many possib le reasons for the failu r e of the New Soc ial 
Studies t o have greate r impact upon the soc ia l stud ies classroom. Amonq 
the causes ci ted by teachers and curriculum developers a r e: trad itiona l 
pre-ser·;ice trainioq, lack of administrative support for irnovative 
programs, general suspici on on the part of the pub I ic against social 
studies cu rri cu la which ventu r e into a r eas of controve r sy , lac k of time 
and expertise for teachers to develop relevant cou r ses, inadequate distri ct 
funds to purchase New Soc ial Studies materials, classes too large to en -
couraqe effective student di scuss ion, and severel y I imited soc ia l studi es 
elective course offerings. However, the teacher is t he key per son in the 
classroom, and therefore a central force in brinqing about chanqe, Th i s 
study has focused upon two teacher characteristics--dogmatism and educational 
philosophy--that might be related to how teachers v iew their roles, with 
implications for how adaptive t hey might be to the New Social Studi es, 
The rationales and strategies of the NSS have been a radi ca l 
departure from the curriculum traditionally followed, and presumably 
accepted, by a great majority of social studies teachers for the past 
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forty years. Many of the st rategies teac her s are now asked to employ by 
the NSS ca l I for inte llectua l openness and could, as wei I, be considered 
innovat ive. At least one study , in addition to the present one, has 
found a hiqh cor relation between educational philosophy and dogmatism . 
Sea r s (1967, p. 48) concluded that the traditi onali st (one who emohasizes 
subject matter maste r y, and teaches his s tudents what he believes they 
should know) would be more c losedminded --authority or iented and opposed 
to cha nge . 
Some studies r ev iewed in Chapte r I I presented evid ence suqqestinq 
that more dogmatic , traditional teachers would be intellectual ly less 
capable of accepting or understand ing the rationales of the NSS; that 
they would tend to reject , or at leas t perfo rm poo rl y in a c lass room 
setting in which their success , and the s uccess of thei r students, 
depended, to a la r ge deg ree, upon thei r ab i I ity to accommodate open-
ended , c ri t ical d iscuss ion s . 
It was assumed, based upon the findings d iscussed i n the Review of 
the Lite rature , that the mo r e openminded a teacher was, th e more proq r es-
sive would be his educationa l ph il osophy and the more I ike ly he would be 
to accept the curri cular chanqes in the New Soc ia l Stud ies. In add i tion 
to t he doqmatism and philosophy sca les, a two- part questionnaire was 
desiqned to di scover the extent to wh ich teacher s accepted the qoals and 
object ives and understood the rationales of the New Social s•udies . 
To test the hypotheses generated fo r this studv , 27 schools in the 
San Francisco Bay a r ea we r e r andomly selected . Social studies teache r s 
from t hose schoo l s we r e asked to respond to the four tests measu r inq their 
deg r ee of dogmatism , educationa l ph i losophy , and accep t ance and unde r-
standing of the New Social Stud ies . Completed questionnai r es we r e r etu r ned 
from 222 respondents, an estimated 94 percent of alI social studies 
t eac hers in the schools selected . 
The re lationship of acceptance and unde r standinq 
o f the New Social Stud ies 
Hypothesis stated: 
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There wi I I be no r elationship between the sco r es on the Understandinq 
Scale and the Acceptance Sca le of the Test of Understand inq and 
Acceptance of the New Social Studies. 
The hypothesis was r ejected because the Pea rson product -moment 
cor relation was .25 (.57 corrected fo r attenuation), which was s iqnifi -
cant at the .01 level . Althoug h signi fi cant , the co rre lation coefficient 
was smal 1--with the two tests having less than 7 per cent of their va riance 
in common. Even unde r idea l circums tances (with the corrected cor relation 
.57), the variance in common would be about 32 pe rcent. Therefore, even 
thouqh the hypothes i s was rejected , the two tests are bas ica ll y independent. 
We may conclude t hat unde rsta nd inq the rationales of the NSS is no 
gua r antee that a person wi I I be highly acceptinq of them . Also, it is 
possible for a teacher to fee l positively toward t he rat ionales of t he 
NSS without fully understanding them. 
Dogmatism and its relati onship to 
acceptance o f the New Soc ia l Stud ies 
A pea r son product-moment co rre lation was r un between Dogmat ism and 
Acceptance sco res . In add i t ion, the di stri bution of the 222 r espondents ' 
dogmatism scores was split into thirds , result inq in a t richotomy of 
high, med ium, and low dogmatism groups . Mean acceptance scores fo r the 
ee l Is in the dogmatism tri chot omy were analyzed to prov ide , along with 
t he co rrelati on, a test of Hypothesis 2: 
There wi I I be no relationship between scores on the Acceptance 
Sca le and sco res on the Dogmatism Scale. 
Hypothesis 2 was rejected on two bases. Fi rst, the product-
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moment co rrel ation of - .46 was significant at the .01 level. The corre-
lation indicated that more openminded (low dogmatic) teachers tended to 
have hiqher acceptance sco res and that those who were more closedminded 
(high dogmatic) tended to reject the rationales of the NSS. Secondly, 
Tables 23, 24, and 25 (see Chapter IV) showed that the difference amonq 
the mean acceptance scores of the dogmatism trichotomy groups was signifi-
cant at the .01 level. 
Dogmatism and its relati onsh ip to 
unde r sta nding of the New Social Studies 
Hypothesis 3 stated: 
There wi I I be no relationship between sco res on the Unde r standing 
Sca le and scores on the Dogmatism Scale . 
The Pearson product- moment co rrelati on of -. 19 between understanding 
and dogmat ism scores was significant at the . 05 leve l. However , it must 
be remembered that the Understanding Sca le was a less r ei iable instrument 
than the Acceptance Scale (see discussion Chapter I I), so correlations 
with it were corrected for attenuation . The corrected correlation coeffi-
cient between Dogmatism and Unde rstanding scores was r epor ted at - .37, 
significant at the . 01 level . Tables 26 , 27 , and 28 i ndica t e that when 
mean understanding scores fo r the dogmatism t r ichotomy we r e analyzed, the 
difference among them was sign ifi cant at e ither the .05 o r .CI levels. 
The Scheffe tests for the trichotomy main effect means fo r alI three 
tables indicated that low dogmat ic subjects had a greater unde r standing 
of the rationales of t he NSS than d id those who were in eit her the medium 
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or hi ~h doqmat i c cateflOr j er~ . Been usc of the sta-t i c; I i Cr1l I y s i qn i r i { ant 
relati onship between understanding scores a nd dogmatism scores, and the 
s ignificant relationship s on each table where the dogmatism tr ichotomy 
was an independent variable, we must reject Hypothesis 3. 
Philosophy and its relationship to 
acceptance of the New Socia l Studies 
The fourth hypothesis examined in this study was : 
The re wi I I be no relationship between scores on the Acceptance 
Scale and scores on the Educational Philosophy Scale. 
A Pearson product- moment cor relation of .65 was computed between 
respondents ' acceptance and educational philosophy scores . This was the 
highest cor relation coefficient obta ined in this study . How teachers 
v iewed thei r ro le and r esponsib i I i ty in the class r oom was significantly 
re I ated to whether they were w i I I i ng to accept the NSS r ation a I es . 
The distribut ion of sco res on the Educationa l Phi losophy Scale was 
divided into thi rds, r esulting in a t ri chotomy of high , medium , and low 
categor ies, similar to that fo r dogmatism. Tab les 29 , 30, and 31 report 
differences amonq the acceptance main effect means for the philosoohy 
trichotomy significant at the .01 level. Scheffe tests conducted between 
the pairs of main effect means fo r the philosophy t ri chotomy showed that 
subject s who fe l l into the high phil osophy cateqo r y (prog ressive) had 
higher mea n acceptance scores t han those who we r e qrouped in the low 
philosophy categor y (t r aditiona l ). On the bas is of t he hiqh correlation 
(.65) between philosophy and acceptance scores and the significant 
differences among the philosophy tr ichotomy ma in effect means, Hypothesis 
4 was r ejected. 
Ph il osoph y and its r e lat ion s hip to 
unde r standing of th e New Soc ia l Studies 
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Inte rest in the extent to which one's educat iona l phil osophy would 
be rel ated to his understanding of the NSS generated Hypothesis 5: 
There wil I be no relati ons hip between scor es on the Understand ing 
Sca le and scores on the Educational Philosophy Sca le . 
To test th e hypoth esis , the produ ct-moment cor r e lation was aqain 
used. The correlation between the two va r iables wa s .32 (.58 corrected 
for attenuati on) whi c h was s ign ifi cant at th e . 0 I I eve I . Add it i ona I I v , 
differences among the main effect understanding means fo r the philosophy 
trichotomy were signi fi can t at eithe r the .05 or . 01 leve l s , as shown on 
Tables 32 , 33 , and 34. Sche ff e test s conducted between the ma in effect 
understa nding means on the philosophy tri chotomy indi cated that hiqh 
ph! losophy category teccher s had s i9rificantly higher understandinq sco res 
than their low philosophy category col leagues . Aga in, on the bas is o f 
the s ignif icant (P < .01) corre lation coefficient between philosophy and 
unders tanding scores , and th e si gnificant difference among the phi l_osophy 
trichotomy understanding means, we reject Hypothesis 5. 
Interactions between dogmatism and phi losophv trichotomies 
and acceptance and understanding of the New Social Stud ies 
Two- way ana lyses of var i ance were computed to dete rmine whether there 
were sign ifi cant interactions between the doqmatism and phil osop hy tri -
chotom ies with acceptance and understanding scores as the dependent 
variables. 
Hypothesis 6 stated: 
There wi I I be no significant interaction between high, medium, and 
low categorizations on the C and D Scales in affecting sco res on the 
Acceptance Scale. 
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There was no signif i cant interaction between the dogmatism and 
philosophy trichotomies (Table 35) , and Hypothesis 6 was accepted. 
Understandinq scores and the two trichotomies were the sub.iect of 
Hypothesis 7, which stated : 
The re wi I I be no s ignifi can t inte raction between high , medium, and 
low categorizations on the C and D Scales in affecting scores on 
the Unde r stand ing Scale . 
A two-way analysis of va ri ance indicated no significant interaction 
between the dogmatism a nd philosophy trichotomies (Table 36). Therefore, 
Hypothes is 7 was accepted . 
Disposition of the hypotheses 
Seven hypotheses we re genera ted to serv e as a qu ide to the research 
for this s tu dy, and as the basis fo r statistica l ana lysis. The hypotheses 
were not specif ically discussed no r disposed of as findings were reported 
in order to make a clea r e r, more concise pr esentat ion of the data , and 
because some of the tables conta ined information which had an important 
bea ri nq on more than one hypothes is . 
Table 37 report s the d isposition of the seven hypotheses which 
guided the r esearch fo r this study . For the convenience of th e reader, 
the table also includ es r efer ence to the tables that contain data upon 
which the fate of the hypothesis was decided. Of the seven nul I hypotheses 
stated, f ive we r e rejected. 
Additional Finding s 
It wi I I be recalled that, in addition to testing seven hypotheses , 
descrip t ive va ri ables that might be re lated t o Acceptance and Understanding 
of the NSS were analy zed. It was found that there were no sign ifi cant 
Table 37 
Disposition of the Nu l I Hypotheses for 
the Ana lyses Conduct ed for t he Study 
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Hypothesis* Di sposition Table Reference 
I. There wi l I be no relat ionsh i p between Rejected 
the sco res on the Unde r sta nd ing Sect ion 
and the Acceptance Sect ion on the Test 
of Unde r standing and Acceptance of the 
New Social Studies 
2. Sco res on the Accepta nce Sea I e Re.i ected 
and sco res on t he Dogmatism Sca le 
3. Sco res on t he Unde r standing Sca le Reiec t ed 
and scores on t he Dogmat i sm Sca le 
4. . .. Sco res on the Acceptance Sea I e Rejected 
and scores on th e Ed ucat ional Ph il o-
sophy Sca le 
5 . . .. Sco res on t he Un de rsta nding Sca le Rejected 
and sco res on the Educationa l Philo-
sophy Scale 
6 . . . . s ign i f icant inte r acti on between Accepted 
high , medium , and low categor izat ions 
on the C and D Sca les i n a ff ect i ng sco r es 
on t he Acceptance Sca le 
7 . . . . bet ween h iqh , medi um, and low Accepted 
ca t egorizati ons on t he C and D Sca les 
.. . scores on t he Unde r s t and ing Sca le 
Tab I e Page 
15 
15 
23 
24 
25 
15 
26 
27 
28 
15 
29 
30 
31 
15 
32 
33 
34 
35 
36 
96 
96 
110 
I ll 
I 12 
96 
114 
I I 5 
116 
96 
I 17 
118 
119 
96 
12 1 
122 
123 
124 
125 
*The f i rst nul I hypothes i s is word ed i n i ts enti r ety , and hypothesis 
2 t hrough 7 are abbrevia ted . 
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diffe rences among unde rgraduate group mean scor es on a ny of th e test s , 
wi th the exception of dogmatism , wh ich was s ign ifi cant at the . 05 level 
(see discuss ion , Chapte r IV) . The a r ea in wh ich qroups r ece ived master' s 
deg rees was not s ignif icant ly rel ated to scores on any of the tests ; nor 
were the re significant differences on the tests between the group which 
had rece ived the ma s t e r' s deg r ee and t he group which had not, except on 
the dogmat ism test, where the difference wa s s ignifi ca nt at th e . 01 
leve l (see di scussion , Chapter IV) . 
Whether t eacher s had attended one or more s ummer inst i tutes or had 
neve r atte nded a n inst itute had no s igni ficant r elationship to the ir mean 
acceptance or und er standinq of the NSS scores or to thei r mean dogmatism 
or educational ph il osophy scores. Al so , the re we r e no significant dif -
fe r e nces on any of the tests between res pondents wh o had appl ied for 
and those who had neve r applied fo r a summe r soc ial s tudies institute 
fe l lowship . 
Whe n grouped by members hip in professio na l orga ni zations , the 
respond ents were not s ignif ica ntl y diffe rent in thei r mean accepta nce , 
unde r st and ing , dogmatism , or ph il osophy scor es. 
In brief, none of the desc ri ptive cha racteri stics of t he teache r s in 
the sample were s ignificantly r elated t o accep tance or unde r standing o f 
the New Soc ial Studies. Wh en t he same c har acteri stics were examined in 
r ega rd to dogmatism and educa t ional philosophy , s imi lar r esu lt s we re 
found, with only two exceptions , noted above. 
Cone I us ions 
It cou ld r easonabl y be conc l uded , based on the c haracteristi cs of 
t he closedmind ed person as desc ri bed by Rokeac h (1954 , 1960) , and results 
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of this study which c lea rl y es tabli shed that ope nminded teacher s had 
signif icantly highe r acceptance and unde r stand ing scores than did closed-
minded teachers, that notal I social stud i es teacher s are equal ly wil I inq 
to give up their che ri shed role of singula r exper t in the class room . 
Appa rent ly, many believe it i s thei r responsibi I ity to dete rmi ne the scope 
and breadth of the daily and un i t agenda . Teacher s in ou r sample whose 
dogmat i sm scores fe I I in the I ow est thi rd (hi qh dogmatic) had sign i ficant I y 
lower acceptance and understanding scor es than did their col leagues whose 
dogmati sm sco res fe I I in th e highest third ( I ow doqmat i c ) . The hi qh 
dogmatic group might wei I be the teacher s who , in general, most account 
for the lack of implementation of the New Soc ia l Studies . At th is point, 
however , it may only safely be conclud ed that the r e i s a definite relation-
sh ip between a teacher's deqree of dogmatism and his gene r al acceptance 
and understanding of the r ationa les of the New Soc ia l Stud ies . 
In gener a l, Project Socia l Studies has contributed t owa rd the 
recogn iti on that individua l students are unique and capab le of independent 
decision- making. Some , a l t hough notal I, of th e project s of recent yea r s , 
have compi led materials, devised acti v iti es, and asked quest ions to help 
students become i ndependent thinkers--as r ati ona l decis ionmake r s. Yet , 
as has been previously noted (see Chapters I and I 1), most of the pro ject 
developers seem to assume that prog r essive t eachers wi I I be us ing their 
products. 
Our study found that "prog ress ive ly" oriented teachers had s ign ifi-
ca ntly hi gher acceptance and understanding sco res than did their 
" t r adition a I I y" oriented co I I eagues. The mo re "prog ress ive" teache r 
be lieves that each student i s possessed of an independently thi nking 
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mind , capab le of abso rbing, c lass ifying, sor t ing, judqinq, and under-
standing concepts in such a way that serve him to best advanta~e. The 
more "trad itional" teacher bel ieves his prima r y task is to pass on to 
his students the concepts and data he himself has learned th rouqh formal 
stu dy and r esearch. 
Many "traditional" teachers believe that the introduction of materials 
designed to promote "open-ended" discussion muddies the waters of the safe 
st ream of the "value- free" cu rriculum. The teache r who is r elatively 
comfortable I iving with the phi losophy that his stud ents ' major r espon -
sib i I ity is to learn the body of know ledge he prescr ibes, seems I ikely 
to re ject attempts to tamper with h i s "cou r se ," as ou r data imply . 
Again , because of the high co rre lat ion between teachers ' philoso-
phies and the ir acceptance and understanding of the NS S, i t is sate to 
conclude that educational phi losophy is an important facto r in dete rmining 
whether a teacher wil I accep t o r can understand the r ationa les of the NSS. 
From ou r study of seconda r y socia l stud ies teachers f rom schoo l s in 
the San Fr a ncisco Bay a rea , it appea r s I ike ly that openm inded, prog ressive 
teachers a r e more inclined and able to deal effectively with the products 
cu rren t ly avai I ab le and those that wi I I be ma rketed in the next few years , 
than a r e c losedminded , trad it ional teachers . 
It must be conclu ded , on the basis of previous research and the 
find ings of th is stud y that dogmatism and phi losophy a re two cha racter-
istics of teachers that a re strongl y I inked to the ir abi I ity to accept 
and understand the rati ona les of the New Socia l Stud ies. Although beyond 
the scope of t his stud y , it might be concluded tha t the effect that 
one's de~ree of dogmatism and educational philosophical orientation has 
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upon his intellectual make-up could effect efforts to brinq about chanqe 
throughou t the enti re curriculum , at alI qrade levels. 
Recommendations 
As a result of the findings reported in this study, eiqht recommen-
dations are off e red: 
I. From our I imited sample, we came up with findings about cha r-
acterist ics of socia l studies teachers, and peripheral informati on 
about pre-service and in-service traininq, which have powe r ful imp I i -
cat ions for fu r ther research. It is recommended that this study be 
widely rep I icated, to test the validity of the reported findinqs, and 
to determine whethe r our findings may be gener al ized beyond th e San 
Francisco Bay Area . 
2 . There is no reason to think that socia l studies teachers do not 
exhibi t a normal range o f open-closedmindedness (Low & Shaver , 1971 , 
pp. 80, 90, 96), and it is I ikely that they possess educational phi loso-
phies which range from t r adi tional to prog ressive. It is important , 
therefore, for cur ricu l um d irectors in school districts to know as much 
as possible about the dogmatism and educational philosophy of individual 
teachers, if there are p lans to implement one or mo r e of the NSS products. 
It is suggested that curr icu lum workers should not assume that merely 
making materials avai fable wi I I result in dramatic chanqe in the quality 
of instruction or in imp rovement in the ski I Is of students . The Review 
of Literature for this study has sugqested that closedminded teache r s 
have a diff icult time adapting to new situations. If, for example , many 
teachers on a social studies staff are closedminded, and they a re q iven 
NSS materials to work with, it may be assumed that they wi I I be 
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uncomfortable , hostile, and frustrated . This could res ult , not in more 
enl iqhtened instruction and ski I I development for the students, but in the 
deter iorati on of the social studies proqram . If th e Oo~mat i sm and 
Educational Philosophy Sca les were administe r ed to socia l stud ies staff 
membe r s, alonq with t·he Acceptance of the New Social Studies and Unde r-
stand ing of the New Social Stud ies Sca les, curriculum coo rdinators miqht 
receive valuab le guidance fo r deal inq with teachers in the implementati on 
of the NSS. If teacher cha racter istics are thus identified, we are led 
logically to a third recommendation . 
3. Although much cannot be done to chanqe the cha racteristics of 
the teacher , once identified, in- serv ice traininq in the rat iona les and 
str ateg ies o f the NSS cou ld be geared to c losedminded and t radit ional 
teachers t o help make them more effect iv e in us inq NSS materi als. 
Dist ricts which wish to introduce NSS products into thei r classrooms could 
make use of t r aininq techn iques which have proved successfu l in recent 
years. Seminars on NSS r at ion a I es and demonstrations of the effective 
use of inquiry strategies, employing the actual mate r ia ls wh ich wi I I 
eventual ly be presented to the students may be pa r ticularly effective 
for hiqh dogmatic , traditiona l teacher s , if suppor tive techniques ar e 
uti I ized to reduce the th r ea t to the teacher . Micro-teachinq , co l leaque 
obse rvat ion , and interaction analysis may be less su i tab le training aids 
fo r closedm i nded teacher s, who are more I ikely to be uncomfortabl e if 
observed by co l leagues or cur ri cu lum consultants . Th i s is a suitable 
subject for fu rthe r r esearch . 
It should be unde r st ood, however, that despite in - ser vice t r aininq, 
some teachers may tal I short of the expectat ions of the curri culum 
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coordinators in changing their attitudes and methodo logy to accommodate 
the rationa les of the NSS. Therefor e , a qood strateqy would be to fi r s t 
introduce NSS materials to teachers who have been identified as openm i nded 
and prog ressive (f rom scores on the Dogmatism Sca le and Educat ional 
Philosop hy Scale) , with the expectat ion that they would be most effective 
in their use. Successful teachers could act as models for their co l leaques 
who have a more difficult time making the transition from textbook readinq 
and test ing for retention of data to the classroom where students and 
teacher work cooperatively to lea rn soc ial science concepts and/or reach 
decisions about important i ssues . 
Befor e in-service train ing can be effective , the in-service leaders 
mu s t have c lear idea s about what each NSS project is about. As discussed 
prev iously, there is no c leB r-c ut ag reement on a definition of soc i31 
stud ies and there is an accompa nying lack of coordi nat ion between the 
goals and objectives of the va ri ous projects <reviewed ea rli er, see 
Chapter I 1) . In orde r to make the third recommendati on operable , it is 
c lear that a four th r ecommendat ion is important. 
4. For those projects which have not already been marketed , project 
develope r s should clea r ly state , e ithe r in the teacher' s manual or in the 
student t ext , the philosophical and pedagog ica l assumptions wh ich quided 
the deve lopment of their programs. Both students and teachers should know 
why they are deal i ng with certain concepts , how they are expected to arrive 
at r ationa l decisions, and what they may do with the information they have 
acqui r ed. 
5. Our research indicates that teachers who have recently comp leted 
their social studies training are not s iqnificant lv more acceptinq or 
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unde r sta ndinq of the rat iona les of the NSS than ar e their more expe rienced 
co l leagues. Therefore, further research needs to be done t o determine 
whether pre- service soc ial stud ies teachers are being adequately educated 
in the attitudes and trained in the methodol ogy requ i r ed t o be e ff ective 
practitione r s of the New Social Studies. This study cannot serve as the 
basis for concluding social s tudies candidates around the country are not 
receiving adequate training. It is r ecommended that studies be conducted 
to determine whether beginning soc ia l studies teacher s elsewhere are more 
aware of the general thru st of the NSS th an ou r data suggest. The same 
extension of thi s study is ca l led for on the master's deg r ee level. 
6. Closely related to the above suqqes ti on is tho recommenda t ion 
that soc ial studies departme nts of co l leqes of education around th e 
count r·y re- eva luate their curricula in I ight of the ev id ence from thi s 
s tudy that recent ly trained soc ial stud ies teachers do not d iff e r 
s ignificantly in their acceptance and understanding of the NSS from 
teachers trained prior to the soc ial s tudi es "revo lution," and that 
teachers with master's degrees do not differ from teachers without 
master' s degrees in t hei r acceptance and understanding of t he NSS. 
7. The Acceptance Scale , with a reported rei iabi I ity coefficient of 
. 78 here, shou I d be wide I y used t o rep I i cate this study. In add iti on t o 
testing the rei iabi I ity r eported here, and perhaps more important ly, 
r ep I ication would broaden general izabi I ity beyond the San Franc isco Bay 
Area. If the instrument continues to prove as rei iable as for thi s s tudy, 
it cou ld be used by cu rri cu lum coordinator s and department cha irmen t o 
assess the extent to which thei r teachers accept the framewor k of the NSS. 
The instrument could also be used in col lege methods cou r ses as a pre- post 
measu r e to assist in evaluat ing t he effectiveness of the method s 
inst ruction. 
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8 . The Unde rstanding Sca le obviously needs furt he r deve lopment 
before being used as a pre-post mea s ure to assess teachers ' understand inq 
of the NSS. The items present ly in the scale should be r evi sed and 
add iti on a I items added to inc r ease the reI i ab iIi ty. The Spearman - Brown 
Pro phesy formul a indi cated that the tes t would have to be lengthened to 
57 stat ement s to attain a rei iab i I ity coe ffi c ient of .80 . A refined 
sca le could contribute substantially t o the informati on needed by curri-
culum developers and coordinators to help them in a r riving at the qoals 
and objectives of the NSS, which have been articulated in r ecent years. 
This has been an exploratory study , but one which ra ised impor ta nt 
quest ions. The r e is obv ious ly a need fo r mu ch addit iona l r esearch 
related d i rect ly to the findings in this study , but a lso in pe r ipheral 
areas to wh ich one might be tempted to over -ge ne r a I i ze . It i s furth e r 
recognized that, in r ega rd to the re lationships of dogmatism and educa-
t iona l phil osophy to acceptance and unde r standing of the NSS , only the 
su rf ace has been sc ra tched . For those r esearcher s who miqht ~e interes ted 
i n fu r ther expl orat ion, our f i ndi ngs s uggest that research in a num be r of 
areas would add importa nt information fo r the fu rther deve lopment and 
imp lement ati on of t he New Socia l Stud ies. 
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UT A H ST.L\TFc UNIVERSITY LOGAN. UTAH 84321 
BUREAU OF 
RESEARCH SERVICES 
Super intendent~~~~~~ 
_____ School Distr ict 
______ ,California 
Dear Superin t endent 
COLLEGE OF EDUCATI ON 
Date 
The Bu r eau of Educational Research at Utah State Unive r s ity is 
enqaged in resea rch concerned with secondary social studies teachers 
and their acceptance and understanding of the new social studies 
ra tiona les. 
Over the past decade, many new soc ia l stud ies cu rri cu lum maier i als 
have been produced, uti I izing the experti se of socia l sc ienti sts . One 
hoped for result of the materials has been to show stude nts how the 
different disciplines, such as socio logy , anthropoloqy, and political 
science, are structured and t o teac h them the methodo loq ies emp loyed 
by t hose in the disciplines. Aithough it wou ld be important for 
cur r iculum developers and school pe r sonnel to know the im pact of the 
new soc ial s tudi es mate r· ia ls on teachers, relevan t research data a re 
lack inq . 
In thi s study, we wis h i o dete rmin e the extent to which teachers 
unde r s t a nd t he rationa les and strate~ i es o f the new socia l s tud ie s 
curri cu la and whether they wo uld accommodate the new soc ial studi es 
object ives in their own cur ri cu lum planning. 
AI I secondary schoo ls in th r ee Bay Ar ea counties are inc luded in 
our r esearch population. From the more than one hundred schools, a 
sampl e o f thirty were ra ndom ly selected for the s tud y . 
High Schoo I in ----- Schoo I Distri ct was one of those se I ected. 
We would appreciate your permission t o contact Mr. 
Pri nc ipa l of High Schoo l, to obtain hi s cooperation in this 
re sea rc h. If Mr. ag rees, we w i I I contact , in perso n or by 
telephone, the soc ial studies department cha irman or any other person 
whom he designates to work direct ly with us . We wil I not contact 
unt i I I receive written app rova I from you. 
The design ca I Is for eac h soc i a I s tudies teacher to camp I ete a 
four- pa rt questionnaire. Administration of the quest ionna ire wi I I 
take approx imate ly forty minutes. Full admini stration instructi ons 
wi I I be sent, along with questionnaires and answer sheets and a pos t aqe-
paid return envelope. Neither your district, the school, nor any 
individua l teacher wil I be identified in the study. Results of the 
researc h wi II be sent to part icipating districts in the spr ing or tal I 
of 1972. 
Superintendent ----------
Date 
Pa51e 2 
Mr . Dona I d E. Anc t i I , a soc i a I s tud i es t eacher at W i I I ow G I en 
Hiqh Schoo l, has been des ign ated as the loca l I iaison with sc hools 
in the Bay Area samp le. Please di r ect any quest ions t o me or to him 
at 
Wi I low Glen HiSJh School 
2001 Cottle Avenue 
San Jose , Ca liforn ia 
Telephone: 266- 7340 
95125 
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! trust that we can cou nt on your cooperation and look forward to 
your r ep ly . 
JPS: jma 
cc: Mr. Donald E. Anctil 
Since rel y , 
James P. Shaver 
Professo r and Ch airman 
Ed ucational Resea rch 
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Date 
Mr. 
-------------,' Principal 
-------. Hiqh School 
Ca lifornia 
Dear Mr. 
The Bureau of Educational Research at Utah State Un iversity is 
engaged in research concerned with secondary social studies teachers and 
their acceptance and understanding of the new social stud ies rati onal es . 
Over the past decade many new curriculum materials have been 
produced uti I izing the expertise of soc ial scientists. One hoped for 
result of the mate rial s has been to show students how the different 
ciscipl ines, such as sociology, anthropology, and political science, 
are structu r ed and to t each them the methodology employed by those in 
the disci pi ine. 
Although it would be important for curriculum developers and school 
personnel to know th e impact of the new social studies materials on 
teachers, relevant research data are lacking. In this study we wish to 
determine the extent to which teachers understand the rationales and 
strategies of the new social studies and whethe r they would accommodate 
the new social studies objectives in their own cur riculum planning. 
AI I secondary schools in three bay area counties have been included 
in ou r resea r ch popu lat ion. From the more than one hundred schools , a 
sample of thirty were randomly selected for the study . High 
School was one of those selected. 
We have received authorization from Super in tendent to 
contact you for permissi on to conduct ou r research in your school. If 
you agree, we wi I I contact your social studies department chairman or 
any other person you designate to supervise the administration of the 
questionnaire. 
The desiqn cal Is tor each social studies teacher to complete a 
four-part que.stionnaire which wi II take approximately fo rtv minutes. With 
your pe rmis sion, I wi I I send to you, you r department chairman, or whomever 
you designate, test booklets, answer sheets , and lui I administration 
instructions. 
Mr. Principal Date __ _ 
Paqe 2 
Ne i the r you r district , schoo l, no r any ind ividual teacher s wi I I 
be identified in the stud y. Results of the research wi I I be sent to 
you in the sp rin'l or fa ll o f 1972 . 
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P lea se d irect correspondence o r any questions reqardinq the nature 
of the research study to: 
Mr. Do na I d E. Anct i I 
Will ow Glen Hiqh School 
2001 Cottle Avenue 
San Jose , Ca lif orn ia 
Telephone : 266-7340 
Looking fo rw a r d to yo ur reply, I remain; 
Since r e ly , 
Dona ld E. Ancti I 
95125 
Mr. , Cha irman 
Soci-a~l-eS-c~i-e-n-ce--'Department 
-------High School 
Avenue 
-------------,-.C'al ifornia 
Dea r Mr . 
APPEND IX C 
Dona I d E. Anct i I 
Wi I low Glen Hiqh Schoo l 
200 1 Cottle Avenue 
Sa n Jose, California 
Date 
IM 
95125 
Tha nk you fo r your letter of January 10, indicat ing your wi II inqness 
to cooperate in ou r st udy on social s tud ies teachers . I am parti cula rl y 
pleased because I realize how c rowded teachers' sc hedules are, and how 
difficu l t i t is to find time for any but the most pressinq departmenta l 
bu s iness. 
In our study we wish to dete rmine the extent to which in-service 
teache r s understand the ra tionales and strategies of the new socia l 
studies and whether they wou ld accommodate the new socia l studies 
object ives in thei r curr icul um planning. With this in mind, allow me to 
out I in e what woul d be expected of you. 
Neither you r district , the schoo l, no r an y i nd iv idua l teachers wi II 
be identified in the study. Results of the r esea r ch wi I I be sent t o al I 
concerned in the spring or tal I of 1972. 
The questionnaire contains four sections which wi I I requi r e app rox i -
mate ly fo r ty minutes to complete . Approximatel y 300 bay area social 
studies teacher s are i nvo I ved in the study . So that a I I teachers w i I I 
receive the same instructions , and to bet ter ut i I i ze thei r t ime, it 
would be best if your t eac he r s could complete the questionnaire at a 
regu larly sched u led department meeting in the near future. If that is 
not practica l, cou ld another time be set aside for qroup administration? 
In any event, it would be most helpful if the questionnaire is administered 
within the next ten days and returned i n the postage-pa id envelope as 
soon as possible. 
~~i 0 ____ , Chdirman 
Pa~e 2 
Please follow these admin istration procedures: 
Tel I the teachers that this school has been selected at rand om 
to pa rt icipate in a social s tudies research project. Neither 
the school nor any indiv idual teacher wi I I be identified in the 
study. The resea r che r s do not have the names of any teachers. 
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The first sect ion "A" asks for demographic information. Sections 
"B" and "C" deal with attitudes and opinions rega rding social 
stud ies materials and methodology. Section "D" i s a study of what 
the general publi c thinks and feels about a numbe r of important 
social and personal questions. The final section , "E" asks 
questions abou t differing educat ional beliefs. 
This s tudy is conce r ned with you r beliefs and att itudes and i s not 
a test. There are no "right"c;;=-"wronq" answe r s to any of the 
questions. 
have included twelve sets of the questionnaire and answer sheet s . 
If you have any questions regarding t he admin ist ration of the question -
naire , I may be contacted at Wi I low Glen High Schoo l , 200i Cottle 
Avenue , Sa n Jose, Ca l iforn ia, 95125, Telephone 266- 7340 . 
Agai n, we wish to exp ress our sincere app r ec iation for you r wi I I inq-
ness to help qather these important data . 
S incerely, 
Dona I d E. A net i I 
APPENDIX D 
UTAH STATE UNIVERSITY 
Bu r eau of Educat ional Resea r ch 
SECONDARY SOC IAL STUD IES TEACHERS 
GENERAL QUEST IONNAIRE 
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SECTION "A" 
TEACHERS FROM A LARGE NUMBER OF HIGH SCHOOLS IN NORTHERN CALIFORNIA 
ARE PARTICIPATING IN THIS RESEARCH AND THERE WIL L BE NO ATTEMPT TO 
IDENTIFY YOU AS AN INDIVIDUAL. RESULTS OF THIS RESEARCH WILL BE SENT TO 
THE DEPARTMENT CHAIRMAN OF EACH PARTICIPATING SCHOOL, ALTHOUGH NO 
SCHOOL WILL BE IDENTIFIED BY NAME. 
THANK YOU VERY MUCH FOR YOUR WILLINGNESS TO COOPERATE IN THIS STUDY: 
Please record all answers on the attached answer sheet: 
1. 
3. 
4. 
5. 
Sex: 0. male 2. Age: 0. 21-25 3. 3fi-40 6. 51-55 
1. female 1. 26-30 4. 41-45 7. over 55 
2. 31-35 5. 46-50 
Total number of years t eaching experience (including curren t vear): 
0. 1-3 2. 7-10 4. 16-20 6. 26-30 
1. 4-6 3. 11-15 5. 21-25 7. Over 30 
College Undergraduate 11ajor 
0. His tory 4. Economics 
1. Political Scie nce 5. Psychology 
2. Sociology 6. International 
3. Geography Relations 
If you have earned a Master's Degree, in what 
0. History 
1. Political Science 
2. Sociology 
3. Geography 
4. Economics 
5 . Psychologv 
6. International 
Relations 
area? 
7. Social Science 
8. Social Studies 
9. Other 
7. Social Science 
8. Social Studies 
9. Have not earned 
Master's Degree 
6. If you have at tended a summer institute in any of the social s ciences, 
under what sponsors hip? 
0. Have not attended a summer institute 4. NDEA & NSF 
1. NDEA 5. NDEA & EPDA 
2. NSF 6. NSF & EPDA 
3. EPDA 7 . NDEA, NSF & EPDA 
7. If you have ever applied for an NDEA, NSF, or EPDA summer institute, 
how many times? 
0. Never applied 3. Three times 
1 . One time 4. More than three times 
8. Membership in professional organizations: 
0. Teachers Associations (E.G. CTA, NEA, AFT) 
1. Social studies organization (e.g. CCSS, NCSS) 
2. Learned Society (e.g. AHA, AAPS) 
3. Teachers' association and social studies organization 
4. Teachers' association and Learned Society 
5. Social studies organization and Learned Society 
6. Social studies organization, teachers' association and Learned Society 
SECl JON "R" 
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QUESTIONNAIRE 
THE FOLLOWING SECTION CONTAINS 16 STATEMENTS. FILL IN THE SPACE PROVIDED 
ON THE ATTACHED ANSWER SHEET ACCO RDING TO HOW MUCH YOU ~JOULD AGREE OR 
DISAGREE WITH THE STATEMENT IF YOU WERE DESIGNING A NEW SOCIAL STUDIES 
COURSE. PLEASE ANSWER EACH QUESTION . MARK IN +1 ,+2,+3, or -1 ,-2,-3, 
DEPENDING UPON HOV! YOU FEEL. THERE ARE, OF COURSE, NO "RIGHT" OP "WRONG" 
ANSWERS. 
+1 I AGREE A LITTLE 
+2 I AGREE ON THE WHOLE 
+3 I AGREE VERY MUCH 
-1 
-2 
-3 
DISAGREE A LITTLE 
DISAGREE ON THE WHOLE 
DISAGREE VERY MUCH 
l. Students should be taught to use strategies which will help them move 
from particular events to the universal. 
2. Students should have his torical events described to them in chrono-
logical sequence and be tested for retention at reasonable intervals. 
3. Students are, for the most part, too immature and inexperienced to 
develop a set of values independently. 
4 . Students should be taught the skills necessary to make decisions. 
5. Stndents should be shmm how to develop and use tools of inquirv . 
6. Studen ts should learn subject mat t er knowledge because it is useful 
for its own sake. 
7. Students should memorize facts as a basic part of the process of 
gaining and retaining knowledge . 
8. Student s should be encouraged to explore and discuss value conflicts. 
9. Students should be taught those values which have been t ested and 
revised by previous generations of successful Americans. 
10. Students should be encouraged to formulate hypotheses and check them 
against data whi ch they search out. 
ll. Students should test their beliefs and convictions against facts and valu0s. 
12 . Students should not discuss problems or draw conclusions until they 
have the pertinent facts held in memory. 
13. Students should be provided reliable facts and principles which 
support conclusions reached by social scientists. 
14. Students should be allowed to determine what knowledge i s of the most 
worth to them. 
15. Students should be trained to be competent historians. 
16. Students should be taught general ideas about human events. 
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SECTION "C" 
PLEASE RATE THE FOLLOWING 18 STATEMENTS ABOliT SOCIAL STU!l!ES ALONG A 
CONTINUUM FROM "TRADITIONAL" TO "NEW" SOCI AL STUDIES. YOU MAY THINK 
SOME OF THE STATEMENTS ARE CLEARLY TRADITIONAL, IN WHICH CASE YOU WOULD 
SCORE THEM "1" . STATEMENTS YOU THINK REFLECT THE NEW SOCIAL STUDIES 
WOULD BE SCORED "3 ". STATEMENTS WHICH YOU THINK CONTAIN ELEJ~ENT S OF 
BOTH TRADITIONAL AND NEW THOUGHT, OR DO NOT CLEARLY REFLECT EITHER 
TRADITIONAL OR NEW THOUGHT, SHOULD BE SCORED "2". 
TRADITIONAL NEW 
2 3 
Please mark l, 2, or 3 on your answer sheet. 
1. The best way to attain the goal of good citizenship i s to have the 
students learn facts, principles , and beliefs which can be applied 
at a later time . 
2. The social s tudies are those studies t hat provide und erstanding of 
man's way of living, of the basic needs of man, of the a c tivi ties 
in which he engages t o meet his needs, and of the institutions he 
has developed. 
3. A legitimate aim of the social studies teacher is to deve lop the 
ind~vidual' s ability ~o apply skills of rational inquiry in making and 
understanding social decisions. 
4. A social studies teacher should be primarily concerned with transmitting 
selected concepts considered basic to the discipline . 
5. A legitima te aim of the social s tudies teacher is to identifv, with 
the cooperation of his students, problems that are of considerable 
concern to them and their society and to examine relevant facts and 
values underlyi ng those problems . 
6. A major task of the social studies teacher is to describe events , 
people, phenomena, and ideas that socie t y deems worthv of be ing 
learned by a ll citizens. 
7. A legitimate aim of the social studies teacher is to help students 
learn to examine various positions on matters of public poli cy. 
8. The social studies curriculum should focus upon teaching the basic 
tools and methodology that the social scientist uses in generating 
new topics, new interpretations, new research, and new knowledge. 
9. History, because of its concern with total human experience and its 
rather ill- defined boundaries, can and should serve as a common 
organizer of knowledge for the other social sciences. 
10. The content of the social studies should reflect the significant 
problems and issues which have been identi f ied by academicians within 
the social science disciplines. 
I 
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11. A major r esponsibi lity of the social studi es teacher is to help 
students examine ref lectively issues in c losed areas of American 
culture, such as sex, economics, religion, and social class. 
12 . A legitimate aim of social studies teachers is to persuade students 
of the ultimate rightness and wrongness of certain values . 
13. The social studies curriculum should derive its structure from the 
basi-c social problems which persist from time to time and fr om 
society t o society . 
14. A legitimate aim of social studies teachers is to have their students 
s tudy history and the social sc iences to learn major facts and ideas. 
15 . A major task of the s ocial studies teacher is to help students 
identify, clarify, and test ideas generated by their understanding 
that our culture is marked by rapid change and pluralism . 
16. A major tas k of the social s tudies teacher is to have his students 
learn how the scholar collects and analyzes data. 
17. Acquiring knowledge in and about the soci a l sciences is an important 
end in itself. 
18. A major t ask of the social studies teacher is to prepare students 
to internalize the right values of their society. 
SECTION "D" 
THE FOLLOWING IS A STUDY OF WHAT THE GENERAL PUBLIC THINKS AND FEELS 
ABOUT A NUMBER OF IMPORTANT SOCIAL AND PERSONAL QUESTIONS . THE REST 
ANSWER IN EACH STATEMENT BELOW IS YOUR PERSONAL OPINION. WE HAVE TRIED 
TO COVER MANY DIFFERENT AND OPPOSING POINTS OF VIEW; YOU MAY FIND YOUR-
SE LF AGREEING STRONGLY WITH SOME OF THE STATEMENTS, DISAGREEING JUST 
AS STRONG LY WITH OTHERS, AND PERHAPS UNCERTAIN AROUT OTHERS. WHETHER 
YOU AGREE OR DISAGREE WITH ANY STATEMENT, YOU CAN RE SURE THAT MAN Y 
PEOPLE FEEL THE SAME AS YOU DO. 
ON THE RESPONSE SHEET, FILL IN THE SPACE PROVIDED FOR EACH ANSWER 
ACCORDING TO HOW MUCH YOU AGREE OR DISAGREE WITH IT . PLEASE FILL IN THE 
SPACE FOR EACH QUESTION . MARK IN +3,+2,+1 ,-1 ,-2,0R -3, DEPENDING UPON 
HOW YOU FEEL. 
+1 I AGREE A LITTLE 
+2 I AGREE ON THE WHOLE 
+3 I AGREE VERY MUCH 
-1 
-2 
-3 
DISAGREE A LITTLE 
DISAGREE ON THE WHOLE 
DISAGREE VERY MUCH 
1. In this complicated world of ours the only way we can knm• what's 
going on is to rely on leaders or experts who can be trusted. 
2. My blood boils whenever a person stubbornly refuses to admit he's 
wrong. 
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3 . The r e are two kinds of people i n t h i s world : t hose who a r e fo r t he 
t ruth and those who are agains t the tru t h. 
4 . Most people just don't know what's good for them. 
5 . Of all the different philosophies which exist in this world the re 
is probably only one which is correct . 
6 . The highest form of government is a democracy and the highest form 
of democracy is a government run by those who a re the mos t i n t ell i gent. 
7. The main thing in life is for a person to want to do something 
i mportant. 
8 . I 'd like it if I could f ind someone who would t e ll me how to solve 
my pers ona l problems. 
9. Most of the i deas which get printed nm.;adays a r en't worth t he pape r 
they are printed on. 
10. Man on his own is a helpless and miserable creature. 
11. It is only when a pe rson devotes himself to an ideal or caus e 
that life becomes meaningful . 
12. Most people just don't give a "damn" for others. 
13. To compromise with our political opponents is dangero·us because it 
usually leads to the betrayal of our m.;n side. 
14. It is often desirable to reserve judgment about wha t's going on until 
one has had a chance to hear the opinions of those one respects. 
15. The present is all too often full of unhappiness . It is only the 
future that counts . 
16 . The United States and Rus s ia have just about nothing in common . 
17. In a discussion I often find it necessary to repeat myself s eve ral 
times to make sure I am being understood. 
18. While I don't like to admit this even to myse lf, my secret ambition 
is to become a g reat man, like Einstein, or Beethoven, or 
Shakespeare. 
19. Even though freedom of speech for all groups is a wo rthwh ile goal, 
it is unfortunately necessary to restrict the freedom of certain 
political groups. 
20. It is better to be a dead hero than to be a live cowa r d. 
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SECTION "E " 
THE FOLLOWING 24 STATEMENTS ARE REPRESENTATIVE OF OIFFERING EDUCATIONAL 
BELIEFS, ON THE RESPONSE SHEET. FILL IN THE SPACE PROVIDED FOP EACH 
ANSWER ACCORDING TO HOW MUCH YOU AGREE OR DISAGREE WITH IT. MARK IN 
l, 2, 3, 4, or 5, DEPENDING ON HOW YOU FEEL. 
THE DESIGN OF THIS OPINIONNAIRE REQUIRES THAT EVERY STATEt1ENT BE 
EVALUATED, SO PLEASE RESPOND TO EACH STATEMENT. 
l 
STRONG LY 
AGREE 
2 
AGREE 
3 
NEITHER AGREE 
NOR DISAGREE 
4 
DISAGREE 
5 
STRONGLY DISAGREE 
1. In this period of rapid change, it is highly important that education 
be charged with the task of preserving intact the long established 
and enduring educational aims and social objectives. 
2. The true view of education is so a rranging learning that the child 
gradually builds up a s torehouse of knowledge that he can use in the 
future. 
3. In assessing what man knows, there are no absolutes, only tentative 
conclusions based on the current accumulation of human experience. 
4 . Required reading of literary works, even though it may bring an 
unfavorable attitude toward lite rature, is necessa ry in a sound 
educational program. 
5. To learn means to devise a way of acting in a situation for which 
old ways are inadequate. 
6. In the interest of social stability, the you th of this generation 
must be brought into conformity with the enduring beliefs and 
ins titu tions of our national heritage. 
7. Learning is a process of mastering objec tive knm-1ledge and developing 
skills by drill, trial and error , memorization, and logical 
deduc tion. 
8. The teacher must indoctrinate her s tudents with correct moral 
principles in order to bring about their healthy moral development. 
9. Moral education is the continuous criticism and reconstruction of 
ideals and values. 
10. The traditional moral standards of our cultur e should not just be 
accepted; they should be examined and t ested in solving the present 
problems of students. 
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11. The backbone of the school curriculum is subj ect mat t e r; activities 
are useful mainly to facilita te the learning of subject matter. 
12. A teacher may properly teach that some laws are unchanging and 
certain in their essential nature. 
13. Moral learning is experimental; the child should be taught to 
test alternatives before accepting any of them. 
14. Minimum standards of achievement, in the fo rm of requirements to 
be met by all students, must be demanded at every level of 
education. 
15. Exis ting knowledge is tentative and is subject to revision in 
light of new facts. 
16. A knowledge of history is worthwhile in itself because it emb races 
the accumulated wisdom of our ancestors. 
17. An activity to be educationally valuable should train reasoning 
and memory in general. 
18. The teacher is a channel of communication, transmitting knowledge 
from those who know to those who do not know. 
19. The best preparation for the future is a thorough knowledge of the 
paBt. 
20. The curriculum should contain an orderly arrangement of subjects 
that represent the best of our cultural heritage. 
21. Child life is not a period of preparation, but has its own inherent 
value. 
22. The aim of instruction is mastery of knowledge. 
23. There is no reality beyond that known through human experience. 
24. Learning is essentially a process of increasing one's store of 
information about the various fields of knowledge. 
174 
APPENDIX E 
Sect ion "A" Sect ion "C" Sec I io n "U" Sec 1 ion ''L" 
2 2 2 2 
3 3 3 3 
4 4 4 4 
5 5 5 5 
6 6 6 6 
7 
8 8 8 8 
9 9 9 
Sect ion "B" 10 10 10 
II II II 
2 12 12 12 
3 13 13 13 
4 14 14 14 
5 15 15 15 
6 16 16 16 
7 17 17 17 
8 18 18 18 
9 19 19 
10 20 20 
I I 2 1 
12 00 NOT WRIT E IN THI S SPACE 22 
13 23 
-~--
- 2- -3-
14 24 
15 -4-- -5- - 6--
16 
Decembe r 15, 197 1 
Mr .. lames P. Shuvcr 
l'ro les ·;or of I Jucutiun 
APPENDIX F 
Bureau o f Educationa l Researc h 
Utah State Univers ity 
Logan , Utah 84321 
Dea r Professor Shaver: 
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This is in response to your lette r of November 29 requestinq permission 
t o contact certain principals of hiqh schoo ls in t h is district for the 
purpose of conducting a quest ionna ire s tudy in r eqa rd t o socia l studies 
cu rriculum material. You may fe e l free to contac t the princ i pals of 
the schools named which are in this d ist ri ct. The cu rren t principal 
of Hiqh Sc hool is Mr. Mr. i s princ ipa l of 
---H-i gil Schoo I; M,-. i s pr inc ipaTO"f Hi qh Schoo I; 
and Mr. is p r inclipill~ High School. 
After the princ i pa ls have r ev iewed the neces sa ry r equirements for 
pa rt icipation, they w i I I indica t e to you their w i I I i nqness t o become 
a pa rt o f your s tud y. 
Since re ly you r s , 
Superintendent 
APPEND IX G 
Mr. 
Soc ial Sc ience Depa r t me nt Head 
----------- Hiqh Schoo l 
___________ Avenue 
-----------'California 
Dea r Mr. 
Do na I d E. Anct i I 
I 125 Cam ino Pa bl o 
San Jose, Cal if o r nia 
Janua r y 26 , 1972 
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95 125 
I sent a packet of social studies quest ionnaires and a cover letter 
to you on January 5 , 1972. I realize, of course, how diffi cult i t i s 
to set up t ime for qroup administration of a questionna i re. My concern 
is that you miq ht not have received the materia l s . If that is the 
case , I wou ld be happy to se r.d anothe r set. 
If the packet did arrive, and you have run into diffi cu l ty in admin-
iste rinq the quest ionna ire , aqa in, I would do whatever I cou ld to 
assist . In any event, I am most anx ious t o rece ive the comp leted 
questionna ires a nd answer s heets , so that I may complete the study in 
the s pring. 
If you have any questi on s , or wish assistan ce , don ' t hes itate to contact 
me at Wi I low Gle n Hiqh Schoo l, 2001 Cottl e Avenue , Sa n Jose , Ca l ifornia , 
95 125 , Te lep hone : 266-7340, o r at the above address afte r 4:00 p.m ., 
telephone 286-0929 . 
Lookinq fo rw a rd to hear inq from you , I r emain , 
Respect f u I I y, 
Do nald E. Ancti I 
VITA 
Donald Edward Ancti I 
Candidate for the Degree of 
Doctor of Education 
Dissertation: Dogmatism and Philosophy : Their Effects Upon Teacher 
Acceptance and Understanding of the New Social Studies 
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